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ABSTRACT

The present study has aimed to explore and uncover educa
tional leadership insights which exist in Feodor Dostoevsky's
Crime and Punishment.

This study involves four major parts:

a

relatively comprehensive literature review, important aspects of the
study areas, main disciplinary concepts, and the general status of
the knowledge in this area.
Dostoevsky was fascinated by man.
mystery.

He once wrote:

"Man is

This mystery must be solved, and even if you pass your

entire life solving it, do not say you have wasted your time.

I

occupy myself with this mystery, because I want to be a man."1
His master work, Crime and Punishment, is proof of his
intuitive and studied knowledge of philosophy, psychology,
education, and leadership.

In this celebrated novel, every character

illustrates theoretical concepts examined in situations of social
conflict.

Raskolnikov, the most significant character, is a social

leader in search of recognition.

Raskolnikov, a decided idealist,

wanted to change his society for the better.

He reflected the ideals

of Dostoevsky and his knowledge of philosophy and theoretical
psychology.

He defined man, his psychology, society, and philosophy

that determines man's fate.
Crime and Punishment is a literary work of superb value; as
such, it has a number of dimensions.
will find it to be superbly heuristic.
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The behavioral science student
From an educational perspective,

the present study attempts to explore and clarify Dostoevsky's
insights and wisdom regarding educational leadership.
specific research areas were identified.

Fourteen

These were Faith in Man,

Acceptance of Social Salvation, Rejection of Materialism, Rejection of
Manipulation, Altruism, Self-analysis, Analytic Mind, Education and
Compassion, Change and Hope for the Future, Creativity and Idea
Development, Study and Involvement, Integrity, Action/Risk Taking,
and Learning Through Suffering.

The study contributes to philosophical

and theoretical concepts in educational leadership.

Thus, it should

be valuable to educators/administrators.

Robert Payne, Dostoyevsky: A Human Portrait (New York:
Alfred A. Knopf, 1961), p. II.
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CHAPTER I

INTRODUCTION

Definition of Educator/Administrator
Because the tasks of educators, administrators, and educational
leaders are intricately interwoven and because the findings of the
present study are aimed at all who are engaged in these three tasks—
educating, administrating, and leading— in an educational institution,
the term educator/administrator has been devised.

The term refers to

those individuals engaged in teaching and/or administrating and/or
leading in an educational institution.

Statement of the Problem
Are there philosophical, theoretical foundations in relation
to educational leadership and administration?

Are the current philo

sophical and theoretical foundations of educational leadership and
administration sound and adequate?

How has the body of knowledge

concerning educational leadership and administration been developed?
In this chapter of the study, the scope and boundary of
educational leadership and administration are reviewed.

This survey

found that the discipline was in need of further philosophical and
theoretical contributions because such contributions appeared to be
sparse.

Furthermore, there was a great need for identifying humanistic

components for the current philosophical and theoretical guidelines in

1
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educational administration.
The discipline of educational administration has developed in
two directions simultaneously.

One operational direction was focused

on executive, managerial, and administrative skill.

This view

of educational leadership emphasized the analysis of classifiable
behaviors that contributed to the success or failure of certain acts
or decisions.

The adherents of this approach have focused on the

day-to-day problems of the educational administrator.

Many

educational leadership writers (Sergiovanni and Starratt 1971)
were concerned with production and achievement.

Even the concern

for people was measured in terms of tangible production and
achievements.

The primary findings of these objective-oriented

researchers enabled the educators/administrators to acquire certain
job skills and further prepared them to solve the practical problems
of their tasks.

This view of educational leadership, as the writer

intends to demonstrate in the following chapters, greatly emphasizes
common management concepts such as planning, staffing, and
budgeting.
The second focus on the discipline of educational leadership
and administration has been in a theoretical and philosophical
direction.

This direction of development, compared to the former, was

determined to be a slim and stunted one.
far from being sufficient.

The research literature was

Relatively little attention has been paid

to philosophical, theoretical, and humanistic sides of the discipline
of educational leadership and administration.

However, there is a

rising interest and a demand for more information in this area.

The

rising concern has been that an educator/administrator must go beyond
acquiring certain managerial and administrative skills.

For example,
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Starratt (1974) suggested two qualities greatly needed by educational
leaders and cautioned against not paying sufficient attention to these
two qualities.

He stated:

These two qualities, namely, an awareness of the dramatic
significance of his efforts in the lives of teachers and students,
and his own insatiable quest for deeper and broader understanding
through reading, reflection, and discussion, seem to be those
qualities ignored both by the research and by those conducting
leadership training programs for educators (p. 25).
In the following chapter, there is an attempt to reflect the
weakness of the discipline due to the lack of even growth in the two
previously identified areas.

The disciplinary development of leader

ship and the objective development of skills have received dispropor
tionate emphases.

The Importance of
the Problem
The importance of the problem discussed in this study has
three aspects:

philosophical, theoretical, and practical.

Philo

sophical insights provided the educators/administrators with the
knowledge to understand clearly and to make wise choices.
insights are very important.

Such

The second aspect of importance concerns

the development and use of theory for educational administration.
The development of sound theory is a precondition to the progress of
quality research, and the area of educational leadership and adminis
tration is still engaged in evolving such theories.

The third aspect

centers on the practical demands of the tasks facing educational
administrators.

It was previously indicated that the body of know

ledge concerning the practical nature of administration has developed
unevenly.

The humanistic aspects have been neglected.

Because of

this flaw, the present state of the art falls short in satisfying the
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demands of the task of educators/administrators.

Guiding criteria

are needed for the practice of the profession.

The Aims of the Study
It is intended, through the present study, to find some
philosophical insights and theoretical foundations for the theory
and practice of educational leadership and administration.

Further

more, there will be attempts to introduce some humanistic ideas drawn
from a work of literature to the discipline.

This study proceeds with

the assumption that the discipline of educational administration can
be informed through an analysis of the novel Crime and Punishment
and particularly through an examination of the character of Raskolnikov.
The task of the educator/administrator is a significant one.
It requires more than certain pragmatic management skills.

The

discipline needs more philosophical, theoretical, and humanistic
contributions.

The present study is undertaken with the intention of

making such a contribution.

Research Areas
Educators/administrators, according to the definition given in
the present study, are those who are involved in educating and leading
others within learning institutions.

There are types of leadership,

as Jaynes (1955) indicated, corresponding to types of situations.
There is a change of leadership variables with a change of leadership
situations.

Jaynes puts it thus:

There is a school of theory in the social sciences which maintains
that leadership is situationally determined. It is apparent that
the "situation" may be composed of a great variety of variables.
In order to subject the situational hypothesis to an experimental
test, it is necessary to specify and measure those aspects of
the situation which may be thought to have a bearing on leadership.
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The type of position which the leader occupies, and the type of
organization in which he functions, may be regarded as situational
factors which might affect his performance (p. 16).
Leadership in an educational environment has its own situa
tional variables.

But, as a discipline, educational leadership has

relied chiefly on the "scientific findings" concerning planning,
organizing, and budgeting.

However, such scientific findings, as

Halpin (1960) maintained, did not correspond to the real needs of
leadership in an educational situation.

Halpin, in criticism of

those overly concerned with educational leadership issues on
scientific findings, stated:
The purveyors of knowledge in Academe behave like side-show
barkers at a carnival, each shouting that his brand of knowledge
is more spectacular and more dependable than that sold by rival
barkers. The midway visitors move from barker to barker; at the
moment a churning armed crowd stands transfigured in front of the
gaudiest tent of all and avidly devours the spiel of the pitchman
of science (p. 6).
The inadequacy of the current approach is also reported
(Lobb, Brainard, Engbretson, Georgiades, Howard, and Monasmith 1974).
In studying current approaches to leadership situations in educational
environments, Lobb et al. (1974) concluded:

"A dynamically exploding

world demands new modes of educational leadership.

New definitions

of leadership are focusing on humanistically oriented, affectively
concerned, relational, caring kinds of persons" (p. 1).
In response to the philosophical and theoretical demands of
the discipline of educational leadership, a seldom-used approach is
introduced in the present study.

This approach uses literature.

It

was found that one source of deriving insights for the philosophy and
theory of educational leadership could be provided through analytic
readings of masterpieces of literature.

Dostoevsky's Crime and

Punishment was believed to be a superb resource.

Steinberg (1966)
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referred to him as "the Columbus, not of a New World, but of the New
Man" (p. 28).
Through critical reading of Crime and Punishment, the writer
found that Dostoevsky, in the creation of his major characters,
especially Raskolnikov, used the following order.
adherents of some philosophical principles.
some sets of character traits.

First, they were

Second, they developed

Third, based on their philosophy and

character, they displayed certain actions.

Focusing on Raskolnikov,

it was found that his philosophy is based on (1) faith in man,
(2) acceptance of social salvation, (3) rejection of materialism,
(4) rejection of manipulation, and (5) acceptance of altruism.

When

analyzing his character, it was found that he (1) practiced selfanalysis; (2) analyzed people, ideas, and events; (3) had education
and compassion; (4) sought change and had hope for the future; and
(5) sought creativity and idea development.

In analyzing his actions

it was found that he (1) was involved and assisted, (2) had integrity,
(3) acted and risked, and (4) learned through suffering and became a
new man.

Of course, such inference from the novel was, to a degree,

exaggerated.

Each inference about his character is explored in

chapters 6 through 8 and is suggested as a research area.

These

inferences were further studied in terms of behavioral sciences.
Further investigation was found to be needed.
There are two limitations on formulation of the research
questions.

First, the ascribing of such characteristics and traits

to Raskolnikov is based on the investigator's interpretation of the
novel as well as the interpretation of some other Dostoevsky com
mentators.

Obviously, there exists several interpretations of any

literary masterpiece with none of them being the final one.

Secondly,
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the categorization of the research questions under Philosophy, Charac
ter, and Action is for the purpose of research and organization of
the study.

In reality, of course, these three aspects of an

individual are not easily separated.

The Design
This study is divided into nine chapters with two basic
parts:

preparations and results.

In part 1, the scope and general

contents of the discipline are briefly reviewed and the need of
philosophical insights, theoretical foundations, and humanistic
elements are discussed.

The life and works of Dostoevsky are reviewed.

It is intended to demonstrate the fact that Dostoevsky was a
philosopher, psychologist, and a commentator on education and leader
ship.

In the final chapter of part 1, the plot and the major

characters are reviewed while the foundation is laid for further
discussions and conclusions.
In part 2, which starts with the sixth chapter, the findings
from the novel are presented within the identified research areas.
Further support for the validity of these research areas is provided
from education and leadership research.

At the end of the discussion

of each research area there are conclusions and suggestions.

It

is hoped by identifying these research areas further study and
discussion will be generated.
In the last chapter, the general contribution of the present
study is outlined.

The conclusions from each chapter and section are

used for elaboration of the final and general contribution of the
present study.
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Method
Library research is the method of investigation for the
present study.

Extensive use of the following references was made:

1. References

concerning various aspects of education

2.

References

concerning leadership

3.

References

concerning educational leadership

4.

The text of Crime and Punishment (second edition,

a

Norton Critical Edition translated by Jessie Coulson, edited by George
Gibian, New York, New York:

W. W. Norton & Company, 1975)

5.

References concerning the biography of Dostoevsky

6.

Diary of Dostoevsky (two volumes, translated and annotated

by Boris Brasol, United States, Charles Scribner's Sons, 1949)
7.

Letters of Fyodor Michailovitch Dostoevsky to His Family &

Friends (translated by Ethel Colburn Mayne, New York:

Horizon Press,

1961)
8.

References concerning criticisms and comments on the

works of Dostoevsky, particularly Crime and Punishment
These references are found in the form of books, pamphlets, scientific
periodicals, reports, and lectures.

Special care has been taken to

use highly regarded studies while avoiding extensive use of derivative
writings.
The investigator was not versed in Russian, the original
language of the novel, so in the search for a trustworthy translation
a number of Slavic scholars were consulted.
right text, surprisingly, did exist.

An agreement about the

The translation of Jessie

Coulson was found to be the most agreed upon text.

Gibian

(Dostoevsky 1975), a professor of literature at Cornell University
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who was the editor of the Norton Critical Edition of Crime and
Punishment, was among those Slavic scholars who found Coulson's
translation the most satisfactory.

On the preface to the Norton

publication just mentioned, Gibian wrote:
Our aims in choosing an English version of Crime and Punishment
were to find a translation which represents accurately, in con
temporary English, Dostoevsky's nineteenth-century Russian
original; which is couched in the style corresponding in today's
English, to Dostoevsky's text; which distorts neither through
modernization nor victorianisms; and which is readable in its own
right, instead of sounding like a translation. Jessie Coulson's
version, reprinted here by arrangement with Oxford University
Press, seems to us the best by these criteria (p. ix).

Limitations
Drawing insight and suggestions from a literary work for a
behavioral discipline is not a conventional research project.

An

investigator using such a study design must rely heavily on personal
inferences and interpretations and those of others when reading the
text.

From those ideas and suggestions implied in the context of

the novel, several research areas were developed.

Although the

worth, validity, and relevance of these areas of research seem
verified by the recent findings of studies of leadership and educa
tion, they should be further scrutinized.

Therefore, the findings of

the present study are essentially descriptive and suggestive.

Defici

encies are explored, questions raised, and further research is
strongly recommended.
A limitation already mentioned stems from the fact that the
present investigator had no knowledge of the Russian language.
thorough search to find the best translation, to a great extent,
compensates for such a limitation.

A
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Delimitation
Crime and Punishment has been referred to as a source book of
inspirations for many behavioral sciences.

Two notable thinkers of

our time, Freud (1947) and Jung (1950), in addition to a larger list
of critics and commentators on humanities, have used this masterpiece
of modern literature extensively in studying their particular
interests.

They did not hesitate to acknowledge this literary work

as a valuable resource for students of humanities.

Although the use

of this novel interpreted from an educational leadership outlook is
a new approach, the findings of the present study have been further
verified with those of the behavioral sciences.

The suggestions and

implications of the ideas implied by the characters in the novel
have been used as the primary source of inspiration.

Therefore, in

a sense, the research areas which originally were drawn from the
novel are further studied in terms of the findings of educational
and leadership studies.

The cross verification of the worth,

validity, and relevance of these research areas served to encourage
further research.
There are a number of theories of leadership which do have a
substantial body of literature to surround them.

Likewise, there are

a number of models which have been investigated through research.
These would include, for instance, the great man/great woman theory,
the situational leadership model, the managerial grid model, the
charismatic theory, the transactional theory, and the contingency
theory of leadership.

There will be only brief attention paid to

some of these theories and models in this study, primarily in chapter
2 and chapter 3.
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The focus of this study will be on humanistic leadership
traits as seen through the character of Raskolnikov in Dostoevsky's
Crime and Punishment.

A strong concern for the welfare of others

is, in the opinion of the investigator, the quality which distin
guishes great leaders from others of a less significant stature.

PART ONE:

PREPARATIONS

CHAPTER II

THE STATE OF THE ART: BOUNDARY
AND MAJOR CONTRIBUTIONS

Education
The term "education" is defined in Webster's New International
Dictionary of the English Language (1952) as "the totality of the
information and qualities acquired through instruction and training,
which further the development of an individual, physically, mentally,
and morally" (p. 818).

The definition denotes that the process of

education is important and vast, thereby inviting individuals and
representatives of all intellectual disciplines (philosophy, science,
art, religion, and so forth) to be concerned with educational theories
and practices.

The degree of involvement by some disciplines in

educational theories and practices has been so substantial that
without those contributions it would be impossible to begin to under
stand educational concepts.

Undoubtedly, as observed by Knezevich

(1975), the field of education is still expanding:
Recent reappraisals of education have led to a rediscovery
of its potential power. More and more, education is being
perceived as a significant force for amelioration of social
injustices and as a creative agency for improvement of man and
his society as well as conserver and transmitter of our most
noble traditions (p. 8).
Philosophy, political science, economics, communications,
sociology, psychology, leadership and administration, as disciplines,

13

14
have proved to be substantially productive in exploring and explaining
educational theories and behaviors.

In the present study, while

reviewing the related research background, attention will be focused
on the leadership and administrative perspectives of educational
theories and practices.

Philosophy
Philosophers have offered comments and criticisms concerning
educational concepts, institutions, functions, problems, and systems.
Such comments and criticisms have proved to be of considerable value
and relevancy to the interests and tasks of the educator/administrator.
Studying the roots of educational theories, Moor (1974)
distinguished between explanatory theories and practical theories of
education.

He concluded that philosophy, child study, and learning

theory are the main groundwork for various educational theorists.
Meyer (1975) traced the roots of the present American system
of education to the thought of philosophers and statesmen, namely,
Socrates, Isocrates, Plato, Aristotle, Fabius, Quintilian, Saint
Augustine, Erasmus, Luther, Saint Ignatius of Loyola, Comenius,
Locke, Franklin, Jefferson, Webster, Rush, Knox, Rousseau, Pestalozzi,
Herbart, Froebel, Emerson, Parker, and Dewey.

He believed to fully

appreciate the current issues in American theory of education, one
must familiarize oneself with the educational thought of these
philosophers.
Reviewing the philosophical works on education, Broudy (1954)
pointed out that one of the main concerns of the philosophical
approach to education lies in the question of education and values.
He held that education carries economic, health, recreational,
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associational, aesthetic, moral, and religious values.

The task of

philosophy has been to explore and clarify these values which
existed in educational questions.

For example, Peterson's (1977)

approach to the philosophy of education was primarily based on a
theory of knowledge and the question of learning.

Peterson formulated

sixty-three philosophical meanings for knowledge, the concepts
through which he approached most basic issues of education.

He also

emphasized the importance of exploration of learning theory through
epistemological concepts.
One main discussion of philosophy vis-h-vis education is the
question of the extent and limits that education can and should impose
upon the shaping of human character.

The central issue is that out of

the various instincts and compulsions, out of the man's opposing
inner forces, through the process of education, man shapes himself
by creating inner and outer order from chaos.

Brauner and Burns

(1965), after reviewing major contributions to the philosophical as
well as educational dilemmas, concluded:
Man as beast is adversely shaped by instincts, impulses, and
desires beyond his personal control that society, usually drawing
authority from religion, must impose upon these urges rules of
conducts, unmistakably clear and simple commandments, which direct
behavior. If will and reason are to prevail over bodily urges
and appetites, then man-made or God-ordained order must be
extended in the names of faith, duty, and common sense.
What the animal in man will see as an extension of order
beyond necessity would be so viewed by any caged beast who wanted
to roam at will. Thus appeals for animal license, issued under
the euphemism "creativity," can no more be acknowledged than the
roar of the lion in the zoo can be taken as proof that he should
be allowed to roam free. The lion in the zoo must accept his
fate, as much as the animal in man (p. 143).

Politics
Political scientists are interested in education as an insti
tution which is able to maintain and change a given political system.
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It is also deemed necessary to find out the impact of education on
political behavior and the impact of political systems on the
educational institutions (Benn and Peters 1959) .
The political scientists have approached education through
five distinct study areas:

(1) as a fundamental component for

creation of any utopian society; (2) as a means for establishing
normative political perspectives; (3) as an approach for political
orientation (for example, political socialization, political educa
tion of youth, and so forth); (4) as a very important study area
focusing on the relationship between political concepts, power,
decision making, and educational institutions; and (5) as a study area
dealing with the governance of public education (Kirst 1972).
Because education is a component of public policy making and
the schools function in a political environment, the educators/
administrators are compelled to deal with political issues (Gregg
1965).

Discussing politics and education, Knezevich (1975) stated:

. . . The school is a political system itself within which
power and influence swirls and is, as well, part of a broader
political system for the state and nation. Education is the
public's business and it is necessary too for administrators to
comprehend how public policy is shaped, that is, the nature of
the political decision making of local school boards, state
legislatures, and the federal Congress. The power structure at
various levels is dynamic and the administrator must sense when
a new power elite emerges (p. 576).
Lack of clear political vision or weakness in handling practical
political problems would be examples of severe educational adminis
tration failures.

Economics
The problems of education have very important economic
implications.

Viewing education as a form of investment, many
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economists directed their efforts to uncovering the economic factors
of educational programs.

Singh (1967) regarded education as a

process through which economic manpower is provided.

With regards

to the agenda for a seminar dealing with the economic aspects of
educational programs, he asked:
Can we apply the use-based concepts of investment and consumption,
to a process; i.e., education? As a good, has education a final
demand or an intermediate one? Can the theory of capital be
applied to analyze educational outlay? . . . What is the nature
of education as an industry? How to identify the firm in educa
tion and analyze its character? Who are the entrepreneurs and
decision makers in this context? How far is freedom of enterprise
relevant to proper development of education? What is maximized
or minimized in this content under optimum conditions (pp. 8-9)?
Schultz (1964), a leading economist of education, has also
regarded education as a discipline with indispensible economic
implications.

He proposed that all educational issues be subjected

to economic analysis.
In studying organizational administration and management,
substantial emphasis was placed on economic considerations.

In many

organizations, the economic factors were determining factors when
decisions were made.

For educational administrators, a number of

economic questions must be taken into consideration:

school expendi

tures, school revenues, cost-quality correlations, distribution of
government (state and/or local) financial supports, logistical
support services, budgeting, accounting, fund accounting, auditing,
funds, debts, protection of school property and personnel, and
expenditure for transportation and extracurricular activities
(Harbison and Myers 1964, American Association of School Administra
tors 1966).
In general, the questions most commonly discussed by
economists dealing with educational questions may be classified into
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six categories:

(1) educational capitals and investments, (2) educa

tional manpower, (3) educational outlays, (4) educational costs,
(5) educational productivity, and (6) economics of teachers (Vaizey,
Norris, Sheehan, Lynch, and Leite 1972).

From an economic outlook,

education has also been perceived as an industry.

Richmond (1969)

expanded this concept indicating:
In any case, if we see nothing wrong in speaking of the hotel
industry, say, or the tourist industry, both of which are
concerned with the creature comforts of human beings, there are
good reasons for insisting that it is both legitimate and
necessary to think of the educational services in similar terms.
There are even stronger reasons for saying that unless educa
tionalists do so the initiative, and ultimately the control of
these services, may slip through their fingers and be taken over
by a coalition of management consultant experts, system
analysts, electronic wizards and commercial entrepreneurs. Of
all the public services, education ranks first in importance if
only by virtue of its size— the biggest and fastest-growing
business of them all (p. 1).
The question of accountability was a major concept for those
who studied educational leadership and administration from an
economic outlook.

Accountability started from the time schools

began to apply management techniques and policies, developed by
industry, to the process of education.

The growing application of

accountability programs was one reflection of this trend.

Lessinger

(1973) defined accountability as follows:
Accountability is a policy declaration adopted by a legal body
such as a board of education or a state legislature requiring
regular outside reports of dollars spent to achieve results.
The concept rests on three fundamental bases: student accomplish
ment; independent review of student accomplishment; and a public
report, relating dollars spent to student accomplishment. The
grand jury, the Congressional hearing, the fiscal audit are
powerful and well tested examples of means for achieving account
ability (p. 3).

19

Communication
The students of communication primarily have focused their
attention on the function of communication (process, context, media)
in studying the questions of learning behavior.

In undertaking such

studies, three sets of concepts have been used:

(1) stimulus-

response concepts as represented by Skinner (1969), (2) cognitive
concepts as represented by Kohler (1959) and Tolman (1932), and
(3) a combined approach by Sheffield (1961).
With regard to the relationship between communication and
learning, Maccoby and Markle (1973) have stated:
In discussing learning in the context of communication, we can
distinguish between learning in face-to-face settings and
learning that takes place in mediated situations. Face-to-face
settings involve communication of any intrapersonal sort, also
intrapersonal communication and communication in small and
large groups. Mediated communication refers to communication
via some medium so that no face-to-face setting is involved.
Generally, reproduced sound, print, or visual information is
transmitted through mediated communication (p. 157).
The field of communication has proved to be indispensible
for the study of leadership and organization.

Leadership studies

indicated that the significant success of each leader was a function
of his ability to communicate.

A master leader was a master

communicator (Dorsey 1957, Bruner 1960).

From an organization and

administrative perspective, communication was an indispensible
means of interchanging thoughts and coordinating efforts.

For the

educational administrators, according to Knezevich (1975), communi
cation meant:
(1) imparting or exchanging attitudes, ideas, and information by
use of human abilities or technological media; (2) transmission
and reception of ideas; (3) the broad field of human interchange
of thought and opinions; and (4) a process of giving facts,
ideas, and feelings (p. 66).
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Studying the communication concepts vis-h-vis educational
administration, Sachs (1966) has divided the communication behavior
of educational administrators into four categories:

(1) administrator

and public, (2) administrator and personnel, (3) administrator and
pupil, and (4) administrator and curriculum.

He also indicated that

the efficiency and effectiveness of communication behaviors are
important criteria when evaluating educational administrators.

Sociology
Sociologists have considered education to be a means of social
control.

Education has been viewed as an institution maintaining

stability while encouraging social changes.

Morish (1972)

identified two famous sociological theories, consensus theory and
conflict theory, which have dominated the shaping of the minds of
those who hold a sociological viewpoint on education.

The adherents

of consensus theory regarded society as a whole composed of many
distinct but interdependent parts.

The functioning of the parts made

the survival of the whole possible; thereby, the integration of the
whole was realized and stability resulted.

From a different view

point, the conflict theories focused on the coercive nature of
society, power struggles, and predominance of social changes.

The

conflict theorists believed the components of a social system can be
categorized into two groups— dominant and subordinate.

They

concluded that the nature of these two opposing groups was the main
cause of a perpetual struggle within a social system because the
objectives of one group were often at odds with the objectives of
the other group; therefore, social change was inevitable.
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The adherence of Parsons (1959) to the consensus theory
formed the basis for his application of the consensus concepts to an
analysis of the classroom in his essay, "The School Class as a Social
System."

Parsons concluded that socialization and selection

were the two functions of education.

He also emphasized the

functional interdependence of educational institutions and other
societal institutions.
Bowels (1975) and Waller (1932) were among those who have
applied the conflict concepts (conflict, coercion, and change) to
the study of contemporary educational institutions.

In studying the

educational system in a capitalist society, Bowels (1975) pointed
out the conflicting interests of various societal groups and the
ways in which those in power can utilize such social institutions as
schools to justify and maintain a substantially coercive and
exploitative system.

Waller (1932), another adherent to conflict

theory, argued that the school was a social system in which stability
was constantly endangered by both internal and external pressures.
In any case, sociologists believed that education was mainly the
process through which culture was transmitted from one generation to
the next.

Education was simultaneously a primary approach by which

the social order was preserved while social changes were taking
place (Parelius and Parelius 1978).

Psychology
The psychologists have also used psychological theories and
concepts to explicate teaching and learning processes.

They regard

their efforts as applying the scientific method to the problems of
education.

The relationship of human nature to the educational
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process has also been a basic area of investigation for the
psychologists involved in studying educational problems.
Biehler (1974) put the objectives of the psychological
approach to the educational problems into two categories:
domain and affective domain.

cognitive

Each domain incorporates specific

behaviors and feelings related to human activity.
The cognitive domain included the following paraphrased items
1.

The process of translating psychological concepts into

apt and consistent classroom application
2.

The interplaying of books and articles about new develop

ments in education and psychology with recognition of the limitations
and implications
3.

Extrapolating the possible impact of various approaches

to the process of teaching
4.

Drawing conclusions from a means of information

5.

Applying the principles of psychology to classroom

practices
6.

Analyzing studies, concepts, theories, and practices

relevant to education and psychology
7.

Synthesizing separate concepts and principles into consis

tent approaches to teaching
8.

Evaluating the effectiveness of various theories and

techniques of instructing
With the affective domain, he identified these items:
1.

The idea of being aware of the possible impact of Zeit

geist on the conceptions of a theorist

2.

The impact of personal involvement and cognitive

dissonance on the way individuals undertake research and interpret
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data
3.

The awareness of the interrelationships between dif

ferent approaches and conceptualizations
4.

The willingness to develop a tolerance for different

outlooks and a personal style of teaching
5.

The selection of data from a variety of sources

6.

The focusing of attention on developments in the area

of education and psychology
7.

The sensitivity to the way an experiment or theory may

be influenced by the biases of their developers or interpreters
8.

The ability to function as a dispassionate, objective

teacher-theorist
9.

The capacity to function as a responsible professional

upholding codes of professional ethics
10.

The development of the habit of interpreting ideas from

a wide variety of sources of psychological and educational concepts
11.

The committing of one's mind to reading

12.

The practice of speculating about teaching, learning

processes, and human behavior
13.

The development of a consistent value system and a

coherent philosophy of teaching

Behavioral Sciences and
Organizations
Behavioral sciences, namely psychology and sociology, have
in the past dealt with concerns about educational leadership and
administration.

Through the principles of psychology and social

psychology of organizations, a number of educational administrative
problems have been discussed.

Self-actualization, manipulation, and
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learning evaluation have proved to be the most important psychological
concepts used when studying educational leadership and administra
tion.

For example, prominent scholars such as Maslow (1943),

Combs (1966), Kelman (1968), Kelley (1971), Tannebaum (1971), and
Trusty (1971) have dealt with these concepts to a considerable
extent.
One of the major academic developments of this century, in
the West, has been the growing interest in the human side of the
organization.

McGregor (1979), a leading and celebrated figure of

leadership and organization studies, said:
It has become trite to say that the most significant development
of the next quarter century will take place not in the physical
but in the social sciences, that industry— the economic organ of
society— has the fundamental know how to utilize physical
sciences and technology for material benefit of mankind, and that
we must now learn how to utilize the social sciences to make our
human organizations truly effective (p. 3).
By emphasizing the qualitative role of human beings as they authen
tically interact with other human beings in purposeful settings,
Trusty (1971) emphasized the importance of the approach of behavioral
sciences to the issues of educational leadership and administration.
In defense of emphasizing the psychological importance of educational
administrators and focusing on the human side of administration, he
asserted:
Limiting the focus of administration in no way suggests that
finance, facilities planning, organizing, data gathering, and
other technical demands of the administrative role are
unimportant. He does indicate the high level of importance
attached to the administrator's responsibility for improving the
quality of human interaction and behavior in administrative and
organizational settings (p. 5).
Recognizing man as the main point of human organization, the
humanistic psychologists focused on man's self in an organization.
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The term "fully functioning self" has been devised and also has been
underlined as a major premise of the behavioral outlook in the study
of educational leadership and administration.

Kelley (1971)

concluded that the fully functioning personality thinks well of
himself; he thinks well of others and, therefore, he sees his own
state in others.

He sees himself as a part of a world in movement,

and in the process of becoming he develops and holds human values.
He knows no other way to live except in keeping with his values.
The fully functioning person finds himself cast in a creative role.
By the same token, Combs (1966) cautioned that one of the
greatest tasks of education was fostering self-direction.

He wrote:

Schools which do not produce self-directed citizens have failed
everyone— the student, the profession, and the society they are
designed to serve. The goals of modern education cannot be
achieved without self-direction. We have created a world in
which there is no longer a common body of information which
everyone must have. The information explosion has blasted for
all time the notion that we can feed all students the same diet.
Instead, we have to develop a cafeteria principle in which we
help each student select what he most needs to fulfill his
potentialities. . . . The world we live in demands self-starting,
self-directing citizens capable of independent action (p. 373).
If achieving a fully functioning self was an objective of a
person when joining an organization, what practice may be identified
as a threat, as an obstacle, in achieving such an objective?

Kelman

(1968) warned the social scientists of the components of irresponsible
manipulation of human behavior within human organizations.
must be changed to be in harmony with the organization.

People

Behavior was

to be manipulated, but manipulation had undesirable aspects.
Kelman (1968) believed that there were designs to be applied
to limit the unwanted results of manipulation of human behavior.
His design included three stages which he believed mitigated the
manipulative aspects of behavioral change.

These were:

(1) increasing

26
awareness of manipulation; (2) building protection against or
resistance to manipulation into the process; and finally, (3) setting
enhancement of freedom of choice as a positive goal.

A leader who

is also an administrator by virtue of his power and responsibilities,
Kelman believed, was likely to obtain certain behaviors from the
people he led.

If he was to avoid harmful manipulative measures

while trying to achieve his objectives, what other mechanism did he
have at his disposal to carry out his task?

Positive reinforcement,

encouragement, and persuasion may be far more productive and
ethically appropriate than the manipulative measures.
In order to persuade followers, McGregor (1979) suggested
that leaders who are also administrators must know the forces
motivating human beings to cause certain actions.

This premise

opened a new area of leadership studies.
Knezevich (1975), with regard to educational administration,
stated:
Administrators work with and through people to accomplish the
purposes of the organization. Sensitivity to the human factor
is an important first step. How to motivate teachers and others
in the school system is a very significant next step. The
administrator must be concerned with what makes people behave as
they do. In more common parlance, what "turns on" a given staff?
The search for understanding whether it is external motivators
or internal motivators that drive people to do what they do is a
never ending one (p. 79).
Maslow (1943), in his speculation about human motivation,
developed concepts deemed to be very important for students of
educational leadership.

He based his theory on a hierarchy of basic

human needs, namely, physiological needs, safety needs, social needs,
esteem needs, and self-actualization needs.

From Maslow's theory of

human motivation, Tannebaum (1971) drew some insights to study the
conflict between man and organization.

Regarding personal adjustment
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and conflict in the work organization, Tannenbaum wrote:
The conflict between man and organization has interested
social philosophers for some time. One of the historical roots
of this interest can be traced to Rousseau, who saw in institu
tionalization the destruction of man's true and better nature
(p. 213).
To further study man versus organization, attention has been
drawn to the process of individual actualization in complex
organizations.

Argyris (1971) perceived the difficulties between

man and organization in terms of man's needs in seeking internal
balance— adjustment— and external balance— adaptation.

Concerning

the applicability of his discussions, Argyris concluded:
Although research to be discussed is being conducted in an
industrial organization, the theory and results are believed
to apply to other kinds of complex organizations (for instance,
hospitals, schools, banks, government agencies) (p. 244).
Central to the Argyris position was his exploration and treatment of
the damages inflicted on the individual and organization.

He also

paid attention to the failures of man vis-A-vis organization.

When

adjustment and adaptation were not achieved, the self was at bay;
the fully functioning self could not be achieved and the organiza
tional man suffered.

He stated:

Individuals will adapt to the frustrations, conflict, failure,
and short time perspective by creating any one or a combination
of the following informal activities:
a) Leave the situation (absenteeism and turnover)
b) Climb the organizational ladder
c) Become defensive (daydream, become aggressive, nurture griev
ances, regress, project, feel a low sense of self-worth)
d) Become apathetic, disinterested, non-ego involved in the
organization and its formal goals
e) Create informal groups to sanction the defense reactions in
(c) and (d)
f) Formalize the informal groups in the form of the trade unions
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g) De-emphasize in their own minds the importance of self-growth
and creativity, and emphasize the importance of money and
other material rewards
h) Accept the above described ways of behaving as being proper
for their lives outside the organization (pp. 246-247).

Management and Leadership
A currently held view about education is that it consists of
a system, an institution, and an organization.

This system has its

own components and characteristics; this institution has its own
special structure and function; and this organization has its own
leaders and followers (Taylor 1962, Taylor 1970, Schutz 1977,
Wilson 1978).

This view suggested that educational issues must be

approached in terms of leadership and administrative and managerial
concepts (Campbell, Corbally, and Ramseyer 1966; Hanson 1979).
Generally speaking, leaders must lead; therefore, they
should possess certain qualities.

What these qualities may be as

well as other related issues have been a major area of investigation
for concerned scholars.

Burns (1978) pointed out the area of

leadership has been studied in a number of ways.

The most important

lines of study were the history and philosophy of leadership; types
of leadership (symbolic, formal, functional); leadership vis-h-vis
behavioral sciences; leader vis-h-vis groups and institutions;
leader and particular situations; leadership styles; and types of
leaders.

More and more each discipline, after determining relevant

concepts, has attempted to apply the concepts.

For example, by

combining two concepts, leadership situations with styles of
leadership, Knezevich (1975) set off from the mainstream of leader
ship studies to apply the findings of Hersey and Blanchard (1977)
to his specific area of interest— educational administration.
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Gibb (1974), through scanning the literature, found out
that there were leadership traits which were agreed upon and
emphasized by most experts of the field.

He indicated that these

are physical and constitutional factors (weight, height, body,
energy, health, and appearance); intelligence; self-confidence;
will; sociability; initiative; persistence; ambition; and surgency
(geniality, expressiveness, originality).

However, he emphasized

that in varied situations, different leadership characteristics
were required.
education.

One such situation was leadership in the field of

A leader in the field of education was described as one

who, in addition to being a leader, must be an educator, adminis
trator, a public relator, a person, and, most of all, a problem
solver.

Hanson (1979) stressed the fact that due to the environment,

leadership in education demands a special study.

He stated:

The environment within which the school conducts its mission
possibly is the most complex of all our social inventions.
Like other formal organizations, the school must deal with the
task of structuring, managing, and giving direction to a complex
mix of human and material resources. Unlike most other formal
organizations, the school has a human product that gives rise
to unique problems of organizational control. Because virtually
everyone (e.g., parents, taxpayers, legislators, and teachers)
is considered a stockholder in the school, the process of school
governance becomes incredibly intricate (p. 5).
Stogdill (1974), in his monumental work Handbook of Leader
ship , summarized the characteristics of a leader:
Tt\e leader is characterized by a strong drive for responsibility
and task completion, vigor and persistence in pursuit of goals,
venturesomeness and originality in problem solving, drive to
exercise initiative in social situations, self-confidence and
sense of personal identity, willingness to accept consequences
of decision and action, readiness to absorb interpersonal stress,
willingness to tolerate frustration and delay, ability to
influence other persons' behavior, and capacity to structuresocial interaction systems to the purpose at hand. It can be
concluded that the clusters of characteristics listed above
differentiate (1) leaders from followers, (2) effective from
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ineffective leaders, and (3) higher echelon from lower echelon
leaders (p. 81).
Anderson and Davis (1956) designed an evaluation scale for
patterns of behavior of educational leaders.

They suggested that a

desirable educational leader (1) regards education in relation to
society at large, thereby incorporating an interpersonal democratic
value; (2) possesses a well-balanced outlook on education in the
professional sense; (3) possesses sound decision-making knowledge
regarding community and teaching subjects; (4) is a problem solver,
a specialist in the processes of administration; (5) is endowed
with good health; (6) is endowed with superior mental ability; and
finally, (7) is emotionally and socially mature.
When studying leadership and education, Burns (1978), in
his work, Leadership, regarded the educational process and
leadership as identical.

He stated:

We have conceived of leadership . . . as the tapping of existing
and potential motive and power bases of followers by leaders,
for the purpose of achieving intended change. We conceive of
education in essentially the same terms. So viewed, education
is not merely the shaping of values, the imparting of "facts"
or the teaching of skills, indispensable though these are; it
is the total teaching and learning process operating in homes,
schools, gangs, temples, churches, garages, streets, armies,
corporations, bars and unions, conducted by both teachers and
learners, engaging with total environment, and involving
influence and destinies, not simply their minds. Persons are
taught by shared experiences and interacting motivations within
identifiable physical, psychological, and socio-political
environment. Ultimately education and leadership shade into
each other to become almost inseparable, but only when both are
defined as the reciprocal raising of levels of motivation
rather than indoctrination or coercion (p. 448).
In the preceding quotation, Burns implied that while the processes
of education and leadership are extremely similar, the objectives
of the two processes ultimately become identical.
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While the leadership process in an educational environment
was noted as unique, the process of decision making also had its
own characteristics.

There have been a number of qualities ascribed

to the process of educational decision making.
The results of a study conducted by the Phi Delta Kappa
National Study Committee on Evaluation (1971) indicated that
educational decision making contained three aspects:

decision

making processes, decision-making settings, and decision-making
models.

Educational decision making included four stages:

(1) becoming aware that a decision is needed, (2) designing the
decision situation, (3) choosing among alternatives, and (4) acting
upon the chosen alternatives.

The study indicated that educational

decision making fell into four categories:

(1) planning decisions,

(2) structuring decisions, (3) implementing decisions, and
(4) recycling decisions.
As the functions of education have expanded and become more
complex, so has the task of leadership.

The task was even more

important in the field of education when teaching and preparing
quality educational leaders were at stake (Saunders, Phillips, and
Johnson 1966).
In recent decades many in the field of leadership regarded
an organizational view of education as justifiable and productive;
administrative concepts were applied to educational problems.
Campbell et al. (1966) believed that educational administration was
unique when compared with other forms of administration (public,
church, business).

However, great similarities existed.

These

similarities attracted investigators who used general managerial
concepts and adapted them to educational situations (Belisle and
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Sargent 1957, Hanson 1979).
Drucker (1954) indicated that management was the organ of
society specifically charged with making resources productive.

His

comment has been well taken by scholars and educational administra
tors who realized the advantages of applying organizational concepts
to issues and problems.

For example, Knezevich (1975), with

reference to recognizing the heart of good managerial and adminis
trative practices, stated:
Administrative activities are described in the most ancient
records of significant events in a culture. Constructing
pyramids in Egypt, outfitting Phoenician ships, developing
Babylonian commerce, constructing the temples of ancient
Israel, operating governments in the city states of ancient
Greece, equipping and sustaining Hannibal's legions, carving
roads to the distant reaches of Roman Empire, propagating and
preserving the Christian faith, supervising medieval feudal
domains, governing colonies in a distant hemisphere all demanded
some degree of skill and understanding of institutions, organiza
tions, or activities. Management of today's corporations
requires similar, although more sophisticated, procedures and
talent (p. 4).
With regard to administrative functions in an educational
environment, Knezevich (1975) offered a list of sixteen concepts
to be used when dealing with educational administration.
included:

His list

anticipating future conditions; orienting the directions

of organizations; programming via selection of the best alterna
tives and strategies to reach objectives; organizing the interrelated
positions required to satisfy the demands of objectives and
programs; staffing the organization with people needed to implement
a strategy; leading the personnel by stimulating and motivating them
to action toward objectives; executing the assigned responsibilities;
innovating means and ends to ensure maximum benefits and minimum
dysfunction; diagnosing the problems; deciding among conflict-laden
choices; coordinating the various activities of components;
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communicating the information back and forth where the information
is needed; politicking with various internal and external power
configurations related to the institutions; monitoring progress
toward objectives; and finally, appraising the end results.

CHAPTER III

THE NEED OF THE ART: PHILOSOPHICAL
AND THEORETICAL

In previous chapters, a general scope of the area of study
was drawn.

A variety of disciplines that have contributed to the

field of educational administration was identified.

However, the

ultimate objectives of educational leadership were not, in the
opinion of this investigator, adequately discussed.

A productive

set of philosophical assumptions was judged to be lacking.

A

consensus concerning a clear theory seems to be yet unachieved.
The knowledge was believed to be far from sufficient to fully assist
educational administrators with intellectual or practical issues and
problems.

Newell (1978) discussed the idea that the development of

any field of endeavor must involve three aspects:
(2) research, and (3) values.

(1) theory,

In the field of educational adminis

tration, theoretical wealth has been found unsatisfactory.

According

to Newell, the values (the direction which actions should take) have
not been clearly defined and agreed upon.
For many students of educational administration, the
question of value remained in the center of discussion.

Harlow

(1963) found that the most critical feature in school administration
was the administrator's view regarding the purpose of the organiza
tion.

Harlow took the position that an individual's approach to
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decisions about the purposes of an organization must stem from
answers to value questions.

In his words,

It is not that the administrator must "set" the purposes. He
must know what kinds of intellectual processes are involved
in the generation of purposes, he must know what kinds of
questions are significant in the development of purposes, and
he must be informed as no other member of the group is informed,
in the history of human purpose (p. 71).
When the question of values is raised, an individual's mind
might focus on the area of philosophy.

Smith (1950) supported the

proposition that a philosophical orientation enhanced the ability
of educational administrators.

He maintained that educational

administrators, when evaluating the facts of a particular situation,
were faced with high-quality value judgments.

Because value

judgments were based on personal beliefs, which partially stemmed
from philosophy, philosophically oriented educational administrators
had more insight facing value judgment.

The need for philosophy

was emphasized when decisions were made in crisis situations.
As a preface to educational leadership, Waterman (1967)
noted that the job of educational leaders was to make decisions in
a partially oriented society.

In this sense, decision making, when

associated with leadership, was the process of dispensing with
crises.

Decisions made by educational leaders originated from

their beliefs.
beliefs.

Hence, it was important to examine the nature of

From the philosophically examined components of our

beliefs, the premises for theory were produced.

Waterman regarded

such theory as indispensible.
The necessity for theory has gathered the attention of the
students who are in the field under examination.

In defense of

scholars who regard theory as a scientific luxury and an impractical
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intellectual exercise, Mort and Ross (1957) wrote:
There is nothing impractical about good theory. . . . Action
divorced from theory is random scurrying of a rat in a new
maze. Good theory is the power to find the way to the goal
with a minimum of lost motion and electric shock (p. 4).
The number of scholars who believed that educational adminis
trators were in need of a satisfactory philosophy and a well-rounded
theory has grown.

As Halpin (1960) observed, in the absence of

such guidelines, it was the social sciences research findings that
were substituted.
practitioner.

They were only partially useful to the

Finding the fragmented research information unsatis

factory, Halpin pled for a more balanced appreciation of various ways
of knowing.
Hack, Ramseyer, Gephart, and Heck (1965), the editors of
selected readings in educational administration, also stressed a
need for philosophical guidelines as well as well-rounded compre
hensive theories.

They maintained that such intellectual endeavors

shed light on behavior.

Again focusing on the question of values,

Hack et al. wrote:
. . . we suggested that a decision to act requires a choice
among values. The choice was among the several possible
alternatives. But what makes one alternative better than
another? Knowledge about the consequences of the alternative
actions surely plays a major role in all intelligent choices.
In educational administration such knowledge is exceedingly
important. Yet the scholars in our field tell us that much of
the knowledge thus far accumulated is random, applies to
limited situations only, and hence is not generalizable (p. 55).
Hullfish (1958) also implied the necessity of philosophical
and theoretical guidelines for the profession.

Taking the lead

from Rogers (1964), Hullfish reviewed the theoretical concepts of
educational administration.

While he indicated the inadequate

attention paid to the philosophical and theoretical approach, he
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supported Rogers' propositions which stressed the need to:

rethink

administrative behavior in terms of free will, not control;
encourage constructive variability, not conformity; develop crea
tivity, not contentment; help the individual to become self-realized
as he approaches the solution of social problems.

Hullfish

maintained that self-scrutiny was the central quality needed.
Owens (1970) also pointed to the inadequate attention given
to theory by students of educational administration.

He maintained

that presumably we are in an era characterized by deep faith in
research.

Yet, Owens believed that total reliance on scientific

research has been insufficient.

He also emphasized the theoretical

insights which were drawn from philosophical investigations.
As a result of the attention paid to the question of theory,
an extensive body of literature concerning theory, its definition,
its limitations, its implications, and its utility has been
accumulated.

If an individual analyzed information and promoted

discussion about the characteristics that should or should not
exist in theory, endless deliberations might ensue.

Owens (1970)

attempted to find the nature of theory for the students of educa
tional administration:

"We will consider theory to be a thought

process, a way of thinking about reality to better understand
that reality and to describe it more accurately" (p. 35).

Based

on such introductions, he defined theory as
. . . the systematic relating of a set of general hypotheses
or assumptions; the hypotheses on which a theory is based must
be so well verified as to have gained rather general acceptance
as being true. The assumptions should thus reflect human
experience or observation. A theory, itself, gives rise to
hypotheses which can be tested; this process, in turn, serves
to strengthen or cast doubt on the theory. In time, with
repeated hypothesizing and testing, a theory can lead to
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empirical laws or general principles. This is the next stage,
however, and theory does not have that certitude nor can it be
empirically "proven" (p. 43).
A theory should be used to maximize practical predictions and
understanding.

Its validity and worth should be judged by the

degree to which it can achieve these goals.
Summing up the question of the necessity of theory,
Coladarci and Getzels (1955) stated:
The administrator (and teacher) who can understand and
internalize the functions of theory in the conduct of practice,
no matter what his professional responsibilities and interests
may be, will find himself in a more defensible educational role.
Instead of varying between the Scylla of authority and the
Charybdis of trial-and-error, he becomes a genuine creator and
a systematic inquirer (p. 27).
Coladarci and Getzels (1955) explained the difficulties in
theory development in educational administration.

They stated:

When one is persuaded that theoretical orientation is a
necessity in the development of successful educational practice,
he must come to grips with some unfortunate and persistent
habits which preclude a maximally intelligent consideration of
the theoretical, and even sustained attention to it in some
quarters. Among the most apparent of these are (1) a commitment
to "factualism," (2) an unwarranted respect for the authority
of "experts" and "laws," (3) a fear of theorizing, (4) an
inadequate professional language, and (5) a frequent tendency
to become emotionally identified with one's own view (p. 10).
Saunders et al. (1966) identified three components of
theorizing:

(1) theoretical assumptions and hypothesis, (2) sci

entific investigations, and (3) evaluations.

Moor (1974) explored

the necessary requirements for developing a sound theory and
concluded that to provide theoretical assumptions, to formulate
hypothesis, to delineate theoretical assumptions, and to find the
basis for evaluation, a theorizer was in need of philosophical
assumptions.

These philosophical assumptions are obtained from a

variety of sources; however, educational philosophy, psychology,
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and sociology were the main ones.
Recognizing that a sound theory needs reasonable philo
sophical assumptions, Saunders et al. (1966) have concluded that
philosophy and literature have provided some necessary insights, but
such insights were very limited and in many cases misleading.

If

there were no occasions for decision making, there would be no
opportunity for leadership.

So, the matter of knowing how to decide

was at the very core of administrative leadership.
Miller (1959) assigned significant value to a philosophical
and theoretical approach.

Coladarci and Getzels (1955), in their

monograph concerning the use of theory, also pled for more
philosophical and theoretical guidelines in the area of educational
administration.

In the introduction to the monograph they wrote:

The most immediate bases for this monograph lie in (1) the
observation that there are profound and identifiable inadequacies
in the practice of education, (2) the conviction that these
inadequacies and the very real complexities and magnitude of
the educational task call for better and more explicit theoretical
orientations, and (3) the assumption that administrative functions
and structures, because of their influence in the determination
of the total educative enterprise, are the most strategic targets for
our thesis. The more general rationale for this effort is found
in the persuasion that educators particularly have what John
Erskine has called "the moral obligation to be intelligent" (p. 1).
To conclude this discussion it should be noted that it was
not only empirical scientific findings that were required for devel
oping a well-balanced theory.

A well conceived theory has drawn

insights from philosophy and literature as well as scientific find
ings.

Moor (1974) wrote that a valid educational theory drew

substantially from the knowledge of the world, knowledge of inner
drives, and knowledge of the forces of the environment.

He stated:

Educational theory, we shall find, contains elements not found
in strictly scientific theories, and so its validation or
rejection is not strictly a matter of squaring its conclusion
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with empirical findings. It is, however, true that if practical
recommendations to teachers are to be acceptable they must be
grounded on a correct understanding of what the world is like,
and especially that part of the world constituted by the nature
of children, their development, the way they learn and the way
they react to social influences (p. 11).
In the following chapters, another source of insight is to be
introduced.

A significant amount of knowledge could be gleaned

from a gifted writer, a profound psychologist, and a wise commentator
on education— Feodor Dostoevsky.
has much to offer educators.

His work, Crime and Punishment,

To repeat, knowledge and insights can

be provided from a variety of sources.

As Halpin (1960) put it:

There is more than one gate to the kingdom of knowledge. Each
gate opens upon a different vista but no one vista exhausts
the realm of "reality"— whatever that may be. It therefore is
important to understand what each vista can and cannot yield.
To expect returns through one way of knowing which can be
achieved only through another is to inject frustration and
disillusion. Yet obvious though this thesis may be, its
implications are violated every day. Ironically, they are
ravaged as brutishly in our universities as by the man on the
street (p. 65).
Through the study of Crime and Punishment it is hoped that a new
gate of knowledge for the students of educational leadership and
administration may be opened.

CHAPTER IV

DOSTOEVSKY:

BIOGRAPHY AND IMPLICATIONS
FOR EDUCATION

Dostoevsky was the only psychologist from whom I had anything
to learn.
Nietzche

The life of Feodor Michailovich Dostoevsky (1821-1881) was
filled with psychological and philosophical implications.
Dostoevsky's unusual experiences prompted men of letters and
behavioral sciences to study the life of the man as well as his
works.

Both are so surprisingly unique that they have been the

center of much intellectual and academic attention.
In reviewing Dostoevsky's life, it was noted that once,
because of joining an underground anti-government group called
Petrashevsky Circle, he was arrested, tried, and condemned to die
before a firing squad.

As the condemned were put in front of the

firing squad, a messenger from the Tsar arrived with a reprieve.
This harrowing encounter with death brought Dostoevsky to reappraise
life and its values.
again.

He became a different person.

He was born

After rebirth, he informed people about meanings which were

previously unknown.

He provided insights which gave a better under

standing of man, his psyche, soul, society, and salvation.

Readers

can be inspired by the "novel of his life" as well as his works.
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As Sajkovic (1962) concluded, Dostoevsky
. . . compels us to reexamine and to rethink our basic
philosophic premises and convictions. The intricacy and subtlety
of his psychological analyses has enabled psychology to advance,
and is attested to by men like Freud, Adler, Rank and Steckel.
In his mid-twentieth century, reconsideration of and a
reevaluation of the religious and metaphysical dimensions of
philosophy is taking place. For those in the field of philosophy
of education, Dostoevsky can be an inspiring, challenging, and
compelling thinker (pp. 199-200).
Dostoevsky was a man in search of salvation.

Summing up the

analysis of Dostoevsky's religious and philosophical views, Zenkovsky
(1962) stated:
Dostoevsky's philosophic activity found its deepest inspiration
in the "philosophy of the human spirit," but in this realm it
achieved extraordinary significance. Anthropology, ethics,
historiosophy, the problem of theodicy— all receive profound and
acute treatment in Dostoevsky (p. 145).

Parents
In reviewing Dostoevsky's life, the purpose is to clarify
significant points that are useful for the present study.

In order

to follow events in his life in chronological order, a rather
comprehensive chronological list has been prepared.

The list is at

the end of this chapter.
Feodor Mikhailovich Dostoevsky was born on 30 October 1821
(11 April 1880 by the Russian calendar) in the same year which saw
the birth of Flaubert and Baudelaire.
hospital for the poor.

He was born in a Moscow

His father, Dr. Dostoevsky, was a staff

physician originally from Lithuania.

After finishing "University,"

Dr. Dostoevsky became a military physician and soon obtained the
appointment as a staff physician in the hospital where Feodor was
born.
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Harkins (1959), who studied Dostoevsky's life, indicated
his father was of noble birth, but the family had no property
(estate).

It was further mentioned that Dostoevsky's

life was rather typical of the middle class.

. . way of

Fyodor grew up in not

impoverished, but hardly well-to-do circumstances.

There were eight

children in all, but only Mikhail, Fyodor's elder brother, was close
to him in late life" (p. 75).
In spite of some negative judgments about Dostoevsky's
father, which resulted in Freudian interpretation and conclusions,
most biographers agreed that his father at all times endeavored to
remove unfavorable influences from his children's lives and spared
no expense for their education and upbringing.

Sometimes he was

unreasonably strict, but he disliked giving his children moral
admonitions and never resorted to corporal punishment.

He was

supposed to have taken every opportunity to teach and educate his
children.

The whole family adored the mother, a kind and sympathetic

parent.
There are other biographers who believed Dostoevsky's father
lived a life similar to his son, having several mistresses, forever
tipsy, and constantly mistreating his serfs (Coulson 1962).

Some of

the biographers mentioned that Dostoevsky despised his father, and
when he was murdered by his serfs, Dostoevsky began to develop a
guilt feeling although he did not have anything to do with the crime.
Dr. Dostoevsky saved enough money to purchase an estate
which included two small villages.
when Feodor was fourteen.

The family moved to the estate

After three years, Feodor and his older

brother, Mikhail, were sent to Saint Petersburg.
Dostoevsky recorded a memory about the estate:

In his diary,
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I was only nine years old, I recall, when once, on the third day
of Easter week, after five in the evening, all our family— father
and mother, brothers and sisters— were sitting at a round table,
at a family tea, and it so happened that the conversation revolved
around our estate and how we should go there for the summer.
Suddenly the door opened and at the threshold appeared our houseservant, Grigory Vasiliev, who just before had arrived from the
estate. In the absence of the masters, he used to be entrusted
even with the management of the estate. And now, instead of the
"superintendent" who always wore a German suit and displayed a
solid appearance, there appeared a man in an old shabby peasant's
coat; with cast shoes on his feet. He had come from the estate
on foot; he stepped into the room and stood without uttering a
word.
"What is it?"— cried father, frightened,— "Look, what is it?"
"The estate has burned down!"— said Grigory Vasiliev, in a
base voice.
I shall not describe what ensued: father and mother were
working, not rich people— and such was their Easter present! It
developed that everything had been destroyed by fire— everything:
huts, granery, cattle-shed and even spring seeds, some of the
cattle, and even our peasant Arkhip was burned to death. Owing
to the sudden scare, we thought that it meant utter ruin. We
threw ourselves on our knees and began to pray; mother was
crying. Presently our nurse, Aliona Frolovna, went up to her;
Aliona was a hired servant, not a serf, and belonged to the
Moscow commoner's class. She had nursed and brought up all of
us children. She was then about forty-five years old; she was a
woman of serene and cheerful disposition, and she used to tell
us such wonderful tales! For a number of years she had refused
to draw her salary: "I don't need it." It had accumulated to
the amount of some five hundred rubles, which were kept on deposit
at a loan office: "It will come in handy in my old age."
Suddenly, she whispered to mother: "If you should need money,
take mine; I have no use for it; I don't need it . . ."
(Dostoievsky 1949, pp. 284-285).
When Feodor was seventeen years old, his mother, Marie Nechaeva,
died.

She was a kind, dedicated, and hard-working mother.
A few months after her death, Feodor and his older brother

Mikhail moved to Saint Petersburg, a big, unknown city.

Two years

later, Dostoevsky entered Military Engineers' Academy.

This was an

unpleasant change.

From his sheltered family existence, Dostoevsky

entered the brutal world of the Military Engineers' Academy.

He

complained to Mikhail of his hateful life there, adding that he
longed for beautiful things which were free from "earthly materialism."
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Filled with the lofty ideals of Homer, Schiller, and Pushkin,
Dostoevsky found this clash with the outside world a bitter experience.
Another profound event in Dostoevsky's life took place while
he was at the Academy.

It was the murder of his father, who had

become the victim of his own cruel, unyielding character.

Dr.

Dostoevsky was on his estate where he indulged in drunken living and
cruel treatment of his serfs.
him.

Ultimately, they rose up and murdered

Anxious to avoid any scandal, the family hushed the whole

matter up.

The news was a tremendous shock to Feodor, and he stated

that his epileptic seizures, which became very common later,
originated at this time.

(Actually he had had earlier attacks, it

seems.)
The murder has been analyzed by Freud and Freudian intel
lectuals.

Harkins (1959) stated:

Freud argues, with some apparent reason, that Dostoyevski
unconsciously desired the death of his father, and that when he
found this wish involuntarily realized, he felt guilty of the
death, a fact which may indeed have aggravated his tendency to
epilepsy. Oedipal guilt is no doubt a major theme in Dostoyevski's novels: thus Ivan Karamazov asks the question, "Who does
not desire his father's death?" After his imprisonment in
Siberia Dostoyevski admitted that he was actually guilty and
deserved punishment, perhaps because he unconsciously associated
his revolt against the tsar and against God with his earlier
wish for the death of his father (p. 76).
Of course, these psychoanalytical interpretations may be
questioned and found amusing.
toward his father.

Dostoevsky always remained kindly

Mayne (1961), a collector of Dostoevsky's

letters, quoted this from one of the letters written to Mikhail.
He wrote:
I pity our poor father! He has such a remarkable character.
What trouble has he had. It is so bitter that I can do nothing
to console him! But, do you know, papa is wholly a stranger
in the world. He has lived in it now for fifty years, and yet
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he has the same opinions of mankind that he had thirty years
ago. What sublime innocence! Yet the world has disappointed
him, and I believe that that is the destiny of us all (p. 9).

Education
At Saint Petersburg (today, Leningrad), then capital of
Russia, Dostoevsky spent several unhappy years.
interest in the military engineering curriculum.

He had no particular
He also did not

have enough money to participate in student social life.
a refuge in reading.

He found

He devoured the German, English, and French

pre-romantics, romantics, and realists.

A list of his favored

writers included Schiller, Goethe, Hoffman, Hugo, Sand, Balzac, Sue,
Byron, and Dickens.

He was fascinated by the Greek classics and

loved the classics of his own nation.

He also highly admired Gogol,

who represented the transition from romanticism to realism in
Russian literature.
In spite of the unfavorable situation, Dostoevsky graduated
from the engineering academy with honors and obtained a minor
position in the Russian Ministry of War.
mortified him beyond endurance.

However, the daily routine

Before the first year ended, he

resigned his modest, yet secure, job.

He was determined to devote

himself to literature and earn a living by pen.

Mayne (1961) quoted

this from one of the letters written to his brother explaining why
Dostoevsky quit his job:
Yes brother, indeed I know that my position is desperate. I
want to lay it to you now, just as it is. I am retiring because
I can serve no longer. Life delights me not if I am to spend
the best part of it in such a senseless manner. Moreover, I
never did intend to remain long in the service— why should I
waste my best years (p. 16)?
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Politics and Siberia
Another important event in Dostoevsky's life was his involve
ment in political discussions.
political questions.

He became involved in writing about

However, his articles were illegal.

was controlled and censored by the Russian government.

Printing

Apparently,

Dostoevsky was moderate when dealing with political issues, but as
Steinberg (1966) put it:

"The distinction between literature and

'politics' in Russia was, as is known, generally rather vague.

The

pen wielded in the services of the people could easily turn into a
sword" (p. 34).
He was arrested.

The main reason for the arrest was that he

joined a radical underground group.

The event that led to his

joining the radical group occurred in 1846.

Dostoevsky met

Petrashevsky, an early socialist leader who imported his socialist
revolutionary ideas from the West, mainly from the French utopian
socialists Fourier and Proudhon.

Petrashevsky had established a

secret society aiming at revolutionizing Russia by an "agent
provocateur."

In 1847, Dostoevsky joined the so-called Petrashevsky

Circle and began writing and publishing contraband articles regarding
various political questions.

In April 1849, the group was apprehended

by government authorities and Dostoevsky was one of fifteen arrested.
Miller (1950) captured the story of the arrest thus:
Two installments of one of these planned novels, Netotchka
Nezvanova, had already been published. He was working on the
third installment. Then, very late at night, there was again
a knock at the door— this time to put a sudden end to his work.
A gendarme, a lieutenant, and several Cossacks strode into his
room with clanking sabers. "In the name of the law," the head
of the detachment cried. The Cossacks rummaged through his
papers and sealed them.
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Accused of political conspiracy, Dostoevsky was arrested and
taken to the Peter and Paul Fortress. There he spent eight
months awaiting trial. But his genius surmounted the darkness
and cold of the solitary cell, the torment of interrogations,
and the illness that racked him. After the first few months of
enforced inactivity, he was permitted the use of writing
materials. He at once set to work and wrote a psychological
story, The Little Hero. At the same time he had many other
plans, "I am not wasting my time in prison," he wrote. "I have
thought out three new tales and two novels. On one of them I
am now writing."
Then on December 22, 1849, he was startled out of his concentra
tion by unusual noise in the corridor. His cell door was
opened, and he, together with nine other "conspirators," was
led to the place of execution. The men were bound to stakes,
the white shirts of the condemned were put on them, they were
given the crucifix to kiss, and the sword was snapped over their
heads.
"I stood in the second group and was sixth in line. I had no
more than a minute to live," he later wrote. "Then a white
cloth was waved, the troops sounded retreat, and we were
informed that His Majesty the Czar was graciously sparing our
lives; the sentence of death was being commuted to four years
at hard labor and six more years of Siberian penal servitude."
With all his wealth of new ideas, to go to Siberia and be buried
alive— he could not at first bear the thought. "How shall I
ever be able to write again?" he asked before he was transported.
On Christmas night he was chained, and with ten pounds of metal
dragging at his ankle, sent off to Siberia (pp. 9-10).
The Siberian experience, though excruciatingly painful, was
literarily productive.

As a matter of fact, out of thirty-six

years of literary activity, Dostoevsky spent ten years of it in
Siberian exile.
Siberia.

A good number of his works were conceived in

Four years, or in his own words, "four whole horrible

years," were spent behind the prison walls in The House of the Dead,
the Katorga of Omsk.

He described how he had been eternally in

chains, under guard, behind bolts and bars, and never alone.
Miller (1950) wrote of Dostoevsky's Siberian experience:
The hardest penalties and humiliations were imposed upon him
in the Katorga. He was an ordinary convict, branded on both
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arms with the criminal's mark of shame. One side of his head
was kept shaved in mockery. He pounded alabaster under the
overseer's lash, turned the whetstone, or carried bricks for
the construction of a barracks at temperatures of forty degrees
below zero. "Most of all, however, I suffered from not being
permitted to write in prison, while at the same time the work
was seething inside me."
It was at this time that the question first thrust itself upon
him: What is crime, and what is the fate of men who overstep
the permissible limits? The problem of guilt, crime, and
punishment— a subject that no artist before him had treated out
of his own experience— confronted him. As if of its own accord
this subject took shape in his mind, became the plot of a novel,
characters and scenes. The idea for the first version of
Crime and Punishment came to him during those years of suffering
in the Katorga.
"In my mind I have created a big novel which I consider my
ultimate work," he reported. But he was tormented by fear,
"that my first love for this novel— that love without which it
is impossible to write— may grow cold in the passing of the
years before the hour of realization comes at last" (pp. 10-11).

Relations with Women
Dostoevsky had two marriages and also an assortment of love
affairs.

His first marriage was in 1857.

In this year he married

a widow, Maria Dmitrievna Isayeva, to whom he was deeply attached.
Ill with tuberculosis and a hypochondriac as well, she tried his
patience, but he testified that she was the best woman he had ever
known.
Steinberg (1966), in the following words, recounted
Dostoevsky's first marriage:
He very soon happened upon it. For the first time in his life
the thirty-three-year-old Dostoevsky fell passionately in love.
His chosen was Maria Isayeva— herself a sufferer, though not a
sinless one. She admired the genius in a soldier's greatcoat,
but did not reciprocate his love. When she was widowed,
Dostoevsky married her, and her eight-year-old son, Paul
("Pasha"), became his son and with that was added a new source
of most tormenting worry and anxiety for the rest of Dostoevsky's
life. The story of Dostoevsky's first marriage which ends with
Maria's death from consumption (1864) is the story of his first
defeat in "the fatal duel," in Tyutchev's phrase, between the
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sons of Adam and the daughters of Eve. "Great is the gladness
of love"— wrote Dostoevsky already in 1856— "but the sufferings
are so awful that it were better never to love at all" (p. 39).
Of course, Dostoevsky never gave up the idea of love, in
spite of all the sufferings he endured afterwards.
established amorous relationships with women.

He repeatedly

His second marriage

is discussed in a later section of this chapter.

Travelling and Gambling
Travelling widely in Europe and gambling were two avocations
to which Dostoevsky was deeply addicted.

Dostoevsky gave way to the

passion of gambling which for years he could not control.

Time and

time again he wagered and lost everything he had at the roulette
tables of the German resorts.

Meanwhile, he fell victim to another

passion, his unhappy love for Polina Suslova, a woman considerably
younger than he and a beauty.

She treated him cruelly but was

apparently capable of bursts of sympathy as well; something of
this dualistism of character entered into the portrayals of
Dostoevsky's heroines.
Dostoevsky was very persistent in giving himself to the
masochistic pleasure of gambling and Polina's emotion, both of
which were exciting as well as unpredictable.

Both led the writer

to grief.
Miller (1950), who regarded Dostoevsky's life as being an
interesting novel in itself, gave this account of his passion for
gambling:
He met Polina Suslova in the offices of Vremya, and he was
seized with an uncontrollable infatuation for this twenty-one
year old student. So bitterly disappointed in marriage, he
thought that this new relationship would give him compensation
for all his troubles.
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He decided to go to Italy with his new mistress. But the
magazine's tangled affairs prevented him from leaving with
Polina, so that she had to set out alone. Soon afterward he
began to receive impatient letters from Paris. Polina hinted
that she could not wait for him much longer. He continued to
postpone his departure, and at last received the crushing news
that if he came now he would be too late; during her vain wait
Polina had fallen in love with a young Spanish plantation owner.
Frantic with jealousy, Dostoevsky now dropped everything; and
with only enough money for his fare set out for Paris to
struggle with the rival for Polina. On the train, however, he
came to his senses, and realized that for the contest with this
rich Spaniard he would have to have funds. The route from
Petersburg to Paris passed through the German gambling and bath
resorts. Dostoevsky was struck by the tempting thought that the
money he needed could be won at the roulette table. In Wiesbaden
he cut short his trip and went directly from the railroad station
to the casino.
His stay— he had meant to stop over for only a few hours— lasted
several days. At first his dream seemed to be coming true; he
won and won again, and soon had all the money he thought he
should need in Paris. But once he had plunged into the frenzy
of gambling, he forgot what had brought him to the casino. He
forgot the situation of his mistress, forgot his jealousy,
forgot everything— and played on in a mental stupor. He had
already lost half of his new gains when he awoke from the
enchantment and, recalling his original intention, resumed his
trip to Paris.
There he found Polina utterly crushed; the rich Spaniard had
deserted her. Instead of romantically flinging himself into the
struggle against a rival, Dostoevsky once again found himself
playing the part of unselfish friend and consoler. The money he
had won was soon spent. Intrigued by the success of his first
try at gambling, he proposed to Polina that she and he go back
to Wiesbaden so that he could win enough money for their trip to
Italy.
Wiesbaden was not the end of it. When he lost there, he tried
his luck in Baden-Baden. He travelled around from one casino to
the next, always imbued with the "certain knowledge" that he
would be able to force fortune to yield to him (pp. 14-15).
The story of gambling losses was one of the most tragic,
recurring events of Dostoevsky's life.

Miller (1950) depicted the

aftermath of one of the losses as follows:
In all of Dostoevsky's life, rich as it was in humiliating
experiences, there were few incidents that can compare with
the rest of his stay at Wiesbaden. The proprietor of the hotel
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informed him that as long as he was not in a position to earn
any money, he need not eat. Until he paid his bills he would
be given no more credit; however, the hotel would go on serving
him hot tea— just hot tea— twice a day.
During the first few days, in order to conceal his embarrassing
situation from the other hotel guests, he would leave the hotel
an hour before lunch and not return until late in the evening.
But soon he noticed with alarm that these walks increased his
appetite. And so— a prisoner to his lack of money— he stayed
in his room for days at a time, limiting his excursions to
walks to the nearest post office, where he mailed, without
stamps, begging letters to his friends.
Yet in spite of all his cares, his thoughts were so filled with
Raskolnikov's murder that he worked night after night on
Crime and Punishment. But his body, weakened by hunger, soon
refused to go on with this forced labor; the mere physical
exertion of sitting upright for hours at his desk came increas
ingly hard for him.
When at last his tallow candle burned down and the hotel-keeper
refused him credit for another candle, he had to stop working.
By day condemned to hunger and self-enforced imprisonment in his
room, by night to darkness, hunger and inactivity, he endured
the most frightful hardship, until at last the money arrived
(p. 20).

Second Marriage
There was at least one time that the love of a woman proved
to help Dostoevsky out of one of his predicaments.
his second marriage which took place in 1867.

One such case was

This time the bride

was twenty-five years younger than he, yet she became a devoted
wife.

Simmons (1950) summarized the story of this marriage as

follows:
While working on the last part of Crime and Punishment, Dostoevsky
remembered his contract with the bookseller to deliver the manu
script of a novel. The date was fast approaching and postponement
was denied. Fortunately three years before he had outlined a
novel about a rebel against society who abandons Russia for Europe
to devote himself entirely to gambling. He now took up this
subject, hired a young stenographer, Anna Snitkina, and in twentysix days dictated a short novel, The Gambler (1866). The work is
plainly based on his own passion for gambling and his equally
passionate love affair with Polina Suslova. The story centers on
the love-hate relationship of Polina Alexandrovna, an imperious
beauty, and the gambler Alexei Ivanovich. This masochistic-sadistic
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emotional duel is an intensified and exaggerated reflection of
the relations of Dostoevsky and Polina Suslova. Created in
such haste, The Gambler was bound to be a minor effort, but it
has several powerful scenes that develop further the psychological
manifestations of the love-hate syndrome that dominates the
relations of a number of Dostoevsky's men and women.
The stenographer, who was twenty-five years younger than Dostoev
sky, soon married him (February, 1867). She resented his in-laws'
continued demands on his meager funds and wisely suggested going
abroad when creditors once more threatened prosecution. They
remained in Europe four years, traveling from country to country.
Anna endured long periods of abject poverty when Dostoevsky lost
previous advances and money from everything he could pawn in his
craze for gambling. There were also epileptic fits, a revival of
his love for Polina Suslova, the tragic death of their firstborn,
and attacks of sick, nervous irritability. But her devotion to
him and his genius never faltered. Dostoevsky's second marriage
was one of real love and the most fortunate event in his life
(pp. 28-29).

Writing
By 1864, Dostoevsky was a famous writer and published a maga
zine titled Epoch with Mikhail, his brother.

In that same year he

was also struck with three tragic incidents.

In April, his wife died.

In June, the publishing of Epoch was stopped due to a shortage of
funds.

The following month Dostoevsky witnessed the untimely death

of his brother and publishing partner, Mikhail.
shattered the life of the family.
financial burden on Dostoevsky.

The two deaths

In addition, it imposed a tremendous
The consequences of Mikhail's death

were described by Miller (1950):
Michael's passing, besides affecting him emotionally, had the
gravest material consequences for Dostoevsky. It imposed a burden
he was to bear almost to the end of his life. For Michael had
left behind, as his total fortune, thirty rubles. This just about
paid for his funeral. He also left an array of debts amounting
to twenty-five thousand rubles. The magazine Epocha, which
Michael had founded shortly before his death, had had to fight
against great financial difficulties from the very beginning.
After Michael's death not a kopek's worth of credit could be
obtained for the enterprise, and yet the magazine was obligated to
its subscribers to bring out at least six more issues, which would
require a minimum capital of eight thousand rubles. To protect
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the honor of his dead brother, Dostoevsky resolved to take upon
himself both these burdens, and in addition to take care for
Michael's widow and his three children (pp. 18-19).
Even though Dostoevsky suffered throughout his lifetime, his
writing improved and his fame began to spread.

He continued writing,

traveling through Europe, having passionate relationships, and
gambling.

He lost both his strength and his money.

Finally, he

returned from Europe and, with the altruistic assistance of his young
wife, committed himself to the writing of his final work, The Brothers
Karamazov.

Zweig (1939) wrote of his final publication thusly:

Then, at last, when he is wellnigh spent, fate speaks once more:
"It is enough!" God turns his face to Job. At the age of fiftytwo Dostoeffsky is able to return to his homeland. His books
have fought his battles for him; Turgeneff, Tolstoy, are thrown
into the shade; Russia has eyes for none but him (p. 120).
In 1877, the Saint Petersburg edition of Crime and Punishment
was published, which gained for its author fame and respect.

In

1879, when The Brothers Karamazov began to appear, Dostoevsky was
enjoying the peak of success.

On 8 June 1880, he delivered a widely

acclaimed speech at the dedication of the Pushkin Statue.
years, Dostoevsky was more at ease with life.

In his final

Harkins (1959) wrote:

The following year Dostoevsky died from a hemorrhage, caused,
in one account, by a family quarrel; in another, by moving a
heavy piece of furniture. His funeral was a great event, and
thousands followed the coffin to its grave.
Some authors think of Dostoevsky as the model Job figure
because he survived so many kinds of distress.

He had family prob

lems; he suffered in jail; he was the victim of political torture and
Siberian exile; he had a chaotic spirit and frequent emotional
upheavals; he had instability in his work experiences; he lost his
brother, wife, and children to death; he had an uncontrolled passion
for gambling; he endured tragic love affairs; he experienced epileptic
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seizures; he incurred financial misery; and he quested after spiritual
endeavors relentlessly.

Perhaps Zweig (1939) has not gone too far

when he compared Dostoevsky with Jacob and Job.

He stated:

Dostoeffsky did not tread the smooth highway along which other
great writers of the nineteenth century were allowed to travel;
he was the sport of destiny, the antagonist of a god whose
caprice it was to measure forces with the strongest. We must go
back to the annals of the Old Testament, to the days of the
heroes, before we can find anything compared to Dostoeffsky's lot.
There is nothing modern about it, nor is there any trace of
middle-class comforts and amenities in the story of his pilgrimage.
He has, like Jacob, to wrestle with the angel of the Lord; he has,
like Job, to rebel against God even while abasing himself before
the Eternal. He is never allowed to be sure of himself, never
granted a leisure hour, for he must always be aware of the
presence of the Almighty who chastens him in sign of loving kind
ness. Not for a moment may he rest in peace and happiness, for
the road upon which he travels leads away into the world without
end (pp. 106-107).
Dostoevsky has also been compared with the major celebrities
of the arts and humanities.
Westbrook (1973).

One interesting comparison was made by

He discerned a significant similarity between the

Russian, Feodor Dosteovsky, and the American, Walt Whitman.

Dostoev

sky was a novelist, a gifted psychologist; and Whitman was a prince
of words, a gateway to America.

Both envisioned a destiny for their

respective nations and all mankind.

Westbrook (1973) wrote:

The writing of Whitman, the American vision— the American image
of man— is revealed in depth and breadth, in all of its surface
and inner characteristics. In exploring the potentialities of
the human psyche as it might develop in America, Whitman was a
leader in a group that included Hawthorne, Poe, and Melville, and,
later Henry James.
In Russia another author— one of the all-inclusive geniuses that
appear only rarely— reveals also in depth and breadth the image
of his country’s future. In fact, in one single work, The Brothers
Karamazov, Dostoyevsky presents his whole world outlook, all that
was in his earlier works in addition to much that is new. Like
Whitman's Leaves of Grass, it is one of the world's great summariz
ing books, containing as it does the fruits of a lifetime for
thought and experience (p. 21).
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As a matter of fact, these two authors prophesied that their
countries, spiritually at least, would sway the entire world.

Both

Dostoevsky and Whitman looked upon Europe as a beautiful graveyard.
They both had their moments of extreme patriotism as well.

Dostoev

sky foresaw the annexation of Constantinople and much of eastern
Asia; and to Whitman, the absorption of Latin America and Canada
into an American republic was entirely a matter of time.

Of course,

these two authors were not the only ones who foresaw the world
expansion of their countries.

There were other predictions that

these youthful giants would take over the old giant— Europe.

In

1835, Tocqueville (1960), the celebrated author of Democracy in
America, wrote:
There are at the present time two great nations in the world,
which started from different points, but seem to tend towards
the same end. I allude to the Russians and the Americans. Both
of them have grown up unnoticed; and while the attention of man
kind was directed elsewhere, they have suddenly placed themselves
in the front rank among the nations, and the world learned their
existence and their greatness at almost the same time.
All other nations seem to have nearly reached their natural
limits, and they have only to maintain their powers; but both
these are still in the act of growth (p. 434).
It proved to be most true that Dostoevsky had a power to
portray the trend of the future events.

In his works, he anticipated

the rise of totalitarian state-governments which were totally
irresponsible in responding to the needs of individual citizens and
were frightfully hostile to the weak.

Luckacs (1962), a notable

intellectual and critic, remarked about Dostoevsky's power of
prophesy thusly:
The genius of Dostoevsky consists precisely in his power of
recognizing and representing the dynamics of a future social,
moral, and psychological evolution from germs of something
barely beginning.
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We must add that Dostoevsky does not confine himself to descrip
tion and analysis— to mere "morphology," to use a fashionable
term of present-day agnosticism— but offers a genesis, a dialectic,
and a perspective (p. 153).
A notable example of Dostoevsky's fulfilled prophesy was
described in this way by Miller (1950):
The nineteenth century, whose main effort was directed toward
economic happiness, saw "economic man" as representing the
essence of human nature. His utilitarian aspirations were looked
upon with favor, for were not these the surest guarantee of a
harmonious future social order? The theoreticians of liberalism
taught that man is by nature good and can act only for good;
viewed in the proper light, his selfish interests coincide with
the common welfare. Only let the machinery of the economy function
freely, and the natural order of things would lead to constant
improvement in the conditions of life, to the "greatest happiness
for the greatest number."
In opposition to these hopeful views, Dostoevsky stated: "The
time is approaching when the loftiest aims of humanity will be
betrayed for temporal advantages. Humane feeling and striving
for truth and justice will be surrendered, and a savage avidity
for personal enrichment will take hold of men." And like one who
has the terrible gift of foreseeing the death of those who are
still strong and vigorous, he envisioned "the bankruptcy of the
liberalistic dream of world happiness" in the very days of its
most effective blossoming. The promised greatest happiness for
the greatest number would, he foresaw, be converted into happiness
for the privileged few at the expense of the many. He perceived
that misery would result from the wealth of good, that the new
industrial productivity would create a new type of poverty (p. 95).
Miller (1950), a reliable interpreter of Dostoevsky's work,
wrote of the man's worth.

He stated:

In the present crisis of humanism Dostoevsky's works are as
pertinent to use as anything written by our contemporaries.
His novels talk about things we are experiencing and suffering
from today. We have seen Dostoevsky's underground man arise to
shatter the humanistic heritage of our civilization; his
"possessed" are in our midst. The problem of his Russian
fictional world have become universal problems of today's real
world. In the intellectual and emotional crises of his heroes
whole classes and nations see their present plight dramatized.
Danger and anxiety are basic to our age. And the downfall of
civilization which he grimly foretold has come, in our time, to
seem an ever-present peril.
During the past few decades our inner and outer security has
been repeatedly shaken; and our respect for Dostoevsky's writings
has grown with each shock. Each successive disaster brings us to
a deeper understanding of him; both in tone and content he seems
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like one of us, one of our more desperate contemporaries. There
is no disparity between his problems and our own. If we turn
to his books more and more nowadays, it is not as students of
literature; we search them for present-day values and meanings.
Men at odds with themselves and their times look to Dostoevsky's
novels for instructions concerning the precarious future of our
civilization (p. 92).

Relevance to Education Today
Dostoevsky's influence continued into the twentieth century.
His remarks on man's fate, civilization, education, religion, ethics,
and politics appeared to be valid with respect to each generation.
His life and works illuminate to every generation the many dilemmas,
hopes, and despair it may face.

One may find in Dostoevsky the true

worth of one's own ideas and the clarification of one's own values.
It is only by true and worthy values that man can decide about the
issues of his life and the direction he should take.
Because of the serious attention Dostoevsky gave to educa
tional questions, he is himself, in a sense, a philosophically minded
educational leader.

He became a man to be consulted when facing

educational questions.
Sajkovic (1962), in her study of Dostoevsky's life, reported
this fact:
During the last ten years of his life, Dostoevsky was visited
by many students who frequently came to him for advice concerning
their education. Their questions dealt with the furthering of
their studies or choice of profession. But, most significantly,
they came for guidance in finding the purpose of their lives.
Dostoevsky's extant correspondence contains letters received from
both students and parents. The letters cover a variety of
educational problems: the question of general or specialized
education, religious upbringing and instruction, works to be read
by the adolescent, responsibility in contemporary social and
political events of the nation, professional work, et al. (p. 123).
Educational problems were of deep concern to Dostoevsky.

For

him, the ultimate aim of education was to produce the best men without

59
whom no society and no nation can survive.

In his diary, Dostoevsky

defined the best man:
. . . the "best man" is he who has not bowed before material
temptation; who is incessantly seeking work for God's cause;
who loves truth and, whenever the occasion calls for it, rises
to serve it, forsaking his home and his family and sacrificing
his life (Dostoievsky 1949, p. 490).
This study is being undertaken to express those ideas that
were part of the life of Dostoevsky and his monumental character
Raskolnikov.

The study results are aimed at those concerned with

similar ideas and values.

It is aimed at people whose decisions

will be influenced in shaping people's characters and life.

It is

hoped it will be of use to readers with a concern and need for
philosophical insights and a deep knowledge of human character and
human needs.

It is intended for use by those who need to have

inspiration and a power to inspire others— that is to say, for the
leaders of education.

Chronological List of Dostoevsky's
Life and Works
1819

Michael Dostoevsky, Dostoevsky's father, marries
Marie Nechaeva

1820

Michael, first born, son

1821

Dostoevsky's father becomes doctor in hospital for
the poor, Moscow
Fyodor Michailovich born in Moscow— October 30

1834

Dr. Dostoevsky purchases an estate in Darovoye

1837

Nechaeva, Fyodor's mother, dies— February 20
Michael and Fyodor move to Saint Petersburg— May
Dr. Dostoevsky retires and moves to the country with
the two youngest daughters— July
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1839

Dostoevsky enters Military Engineering Academy—
January
Dr. Dostoevsky is murdered by his serfs, perhaps
because of his cruelty and strictness— June

1841

Fyodor graduates from engineering school

1842

Dostoevsky commissioned Second Lieutenant— August

1844

Dostoevsky quits his job, leaves the military
service, begins literary career, lives by his pen;
starts writing The Poor Folk— August
He retires from the army

1845

Dostoevsky published The Poor Folk; it is a success,
at least with literary leaders

1846

Dostoevsky meets Petrashevsky, collaborates in the
work of Petrashevsky's revolutionary group; begins
to suffer epileptic seizures; friendship with
Nekrassov, the poet and publisher, supports his
literary career; The Double published

1848

Dostoevsky participates more and more in the political
ideas of Petrashevsky's Circle

1849

Dostoevsky arrested (April 23), tried, sentenced to
death, reprieved at last minute, on execution
scaffold in Petersburg Square, his sentence is commuted
to four years hard labor in Siberia

1850-54

Dostoevsky's penal servitude in Omsk

1854-59

Dostoevsky serves remaining term of penal servitude
as a common soldier in Semipalatinsk, Siberia

1857

Dostoevsky marries Maria Dmitriyevna Isayeva and
adopts her son, Pasha— February

1859

He is permitted to leave the army and to return to
European Russia; he goes to Tver and then to Saint
Petersburg; joined his brother, Michael, the two
decided to found a periodical; resumes writing; two
of his stories are published

1860

He published The House of the Dead about his
imprisonment in Siberia; a two-volume edition of his
works appears; their periodical, Vremia (Time),
founded

1861

Dostoevsky published The Insulted and the Injured;
friendship with Polina Suslova; Emancipation of Serfs
Proclamation
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1862

Dostoevsky's first trip to Europe; visits Germany,
France, England, Switzerland, Italy, and Austria

1863

Dostoevsky's publication Vremia (Time) stopped by
the government— May
Second European trip, with Polina Suslova; gambling
losses at Wiesbaden— August
Dostoevsky permitted to publish new magazine, Epokha
(Epoch)— January

1864

His wife dies— April
Epoch stops due to shortage of funds— June
His brother Michael dies; begins work on Crime and
Punishment; two volumes of his works published by
Stellovsky— July

1865

Dostoevsky's new sojourn in Western Europe, Wiesbaden,
Copenhagen; break with Polina

1866

His work on Crime and Punishment continued

1867

His second marriage with Anna Grigorievna Snitkina
and travels abroad
Their stay in Germany; Dostoevsky gambles; works on
The Idiot

1867-71

The Dostoevskys live in Western Europe, first in
Germany and Switzerland; great gambling losses

1868

His daughter, Sonya, born in Geneva— February
Sonya dies— May

1869

They move back to Germany and their second daughter,
Luba, is born

1871

His first son, Fyodor, is born; they return to
Petersburg; The Possessed is published in The Russian
Messenger

1873-74

The Dostoevskys rent a house at Staraya Russa, by Lake
Ilmen; begins collaborating with magazine, The Citizen
writes The Raw Youth; last short sojourn in Western
Europe, visit Germany three times; their second son,
Alexy, is born

1876

Dostoevsky writes The Gentle Spirit
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1878

Dostoevsky becomes a member of the Russian Academy;
with the philosopher, Vladimir Solavyov, visit
together the Optina monastery; his three-year-old
son, Alexy, dies of epilepsy; begins work on The
Brothers Karamazov

1879

His publication, The Brothers Karamazov, begins to
appear

1880

Dostoevsky delivers widely acclaimed speech at
dedication of Pushkin's statue; (June 8) concludes
work on The Brothers Karamazov

1881

Dostoevsky dies after three days of illness of lung
hemorrhage— January 28
Dostoevsky's body removed to Alexander Nevsky
Monastery— January 31
Funeral at Tikhvin Cemetery of Alexander Nevsky
Monastery— February 1

CHAPTER V

CRIME AND PUNISHMENT:

A WEALTH OF INSIGHTS

In this chapter the humanistic value of Crime and Punishment
is discussed and an outline is presented.

The outline provides a

useful background for understanding the writer, novel, plot, and
characters.

In this outline, the aim is to capture the essential

dimensions of the battleground which the novel has provided for
conflicting "selves" and "theories."

The outline is intended to

delineate the areas in which the individuals find themselves living
at odds with themselves and each other.

Within the limits of this

field, the individuals create their self, social, philosophical, and
metaphysical environments.

While they are creating these environ

ments, they become created by them.

No leadership or educational

concepts, theories, and practices are meaningful or understandable
without knowing the context or nature of human life.

As has been noted

by Gide (1949) and Berdyaev (1957), the central theme of the novel,
which is the question of the major characters, is what is the point
of human life.

Dostoevsky dealt with this question.

We know that no

book is as big as life, but there are some books which seem nearly so.
Crime and Punishment is one of them.
Crime and Punishment, from its first publication in 1866 to
the last one in Dostoevsky's lifetime in 1877, underwent both form and
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content changes.

Altogether it was published four different times

with four revisions and changes as follows:
1.

In 1866 as a serial in Russki Vestnik (Russian Messenger)

2.

In 1867 in two volumes at Saint Petersburg.

This edition

is somewhat shortened in comparison with the magazine version.

The

work also underwent some stylistic changes
3.

In 1870 at Saint Petersburg as volume four of The Collected

Works of F. M. Dostoevsky (same as the 1867 version)
4.

In 1877 at Saint Petersburg the same as the 1870 version

except that Dostoevsky himself seems to have read the proofs for this
edition and made a number of corrections.

It is this text which is

usually reprinted and translated

Humanistic Value
In this study prominence was given to the first part and the
epilogue of Crime and Punishment.
focus.

There were certain reasons for this

First, the major characters (except for Porfiry) were mentioned

in the first part of the book; so by further exploring the first part,
they will be better known.

Secondly, the first part of Crime and

Punishment concerned itself with Raskolnikov's crime; and the next
five parts and an epilogue were about punishment.

Curiously, Dostoev

sky had discussed his main philosophical ideas primarily in the first
part and in the epilogue.

It was in the epilogue in which the strings

of the novel were pulled together.
major character.

He discussed the end of each

In a sense, it was the author commenting on his work

in the epilogue.
The novel Crime and Punishment is of particular significance
for those individuals studying or practicing leadership in the area of
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education.

Because the novel, as it will be outlined briefly, is very

much like life, the characters have significant philosophical and
socio-psychological implications.

It should be mentioned that

Raskolnikov, the prime character, was very similar to Dostoevsky.
This similarity was referred to by Peace (1971):
The many contradictions surrounding the figure of Raskolni
kov . . . show that he is no bald illustration of a thesis, but
a many-sided human being; with uncanny artistry Dostoyevsky has
entered into the innermost depths of his hero's soul. Indeed,
many commentators have pointed to the circumstances in which the
novel was conceived and deduced that the author's state of mind
at the time may not have been greatly dissimilar from that of
his hero (p. 22).
Another reason which makes reading the novel of substantial
value is the fact that Crime and Punishment is a vivid battleground
between self and society.

Every major character of the novel tested

his/her individuality against the forces of society.
is explored with great accuracy and artistry.

Every individual

Those who are involved

in positions of educational leadership seldom find a chance to look
into this mirror of life and the characters who ironically have
problems leading their own life while trying to lead others.
It is interesting to know that different types of major
characters did not differ in pursuing a common objective, which was
to achieve self-fulfillment in the face of hostile and conflicting
social forces.

The difference between the two major categories of

characters was that the evil characters (for example, Svidrigaylov and
Luzhin) seek their fulfillment in sensuous and materialistic pleasure.
They were after pleasure, no matter if their pleasure brought misery
to others.

To them, the ends justified the means.

The second cate

gory of major characters also pursue self-fulfillment.

However,

they found their own salvation in saving the other individuals.

So,
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the more they shared and gave, the more contented they were as in the
case of Raskolnikov or Sonya.

There is an intellectually stimulating

irony that both altruistic characters engaged in acts of crime.

They

wanted to save others while they ruined themselves.
Raskolnikov, when thinking of himself as a most extraordinary
man comparable to Napoleon, was at a loss in leading anyone to a right
path.

He committed murder and Sonya engaged in prostitution.

seemed an absolute victim.

Sonya

Her degradation appeared inevitable, yet

through her pure heart and suffering she remained spiritually
inviolate.

She followed Raskolnikov to Siberia and through her

unconditionalness and selflessness changed him from a prideful
murderer to a humble and noble individual.

With her simplicity and

love, she redeemed a man who otherwise was destroyed.

Here Dostoevsky

revealed his idea that everyone can be saved if they have someone who
cares for them selflessly and with spirituality.
Dostoevsky revealed to us that the two individuals were of
the same intention but of different philosophies.

Raskolnikov's

intelligence did not help him when he had based his leadership
philosophy on hatred.

On the other hand, the simple Sonya based her

philosophy on love; she saved herself and the lost Raskolnikov.
In further exploring the humanistic values of the novel and
its characters, a brief outline was necessary.

In this chapter,

following the initial introduction of the major characters, a brief
outline of the novel will be presented.

Because most of the novel's

characters were introduced in part one and because of the clarifying
importance of the epilogue, these two sections will be dealt with in
more detail.

It provides a chance for those who have not read the

novel to be more familiar with the form and structure of Crime and
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Punishment.

The Major Characters
Rodion Romanovich Raskolnikov
He was an impecunious student, characteristically an intel
lectual, who constructs a "superman" theory and later uses it as a
justification or rationalization for his crime.

Moody, introspective,

sullen, compassionate, Raskolnikov was a man devised by the author to
reveal the contradictory elements of human beings.

He was a leader

with an ethically questionable theory, a leader with extraordinary
strengths and weaknesses.

The study of these qualities (negative or

positive) have learning values for students of leadership.
has been referred to in the novel by three nicknames:
and Rodka.

Raskolnikov

Rodya, Rodenka,

He was basically an intellectual rebel, a leader at odds

with his society.

Avdotya Romanovna Raskolnikov
Her nickname was Dunya.

She was Raskolnikov's sister.

She

was a young woman of high virtue and had considerable affection for
her brother.

Previously she was Svidrigaylov's employee.

engaged to Luzhin.

She became

The murder and Dunya's arrival in Saint Petersburg

occurred about the same time.

Pulkheria Alexandrovna
Raskolnikov
She was Raskolnikov's mother; a kind, yet somehow overconcerned,
mother.

She was a well meaning yet distracted lady who put her hopes

on Raskolnikov to fulfill her dead husband's promise of great success
and achievement.
Siberia.

She died shortly after Raskolnikov was sent to

68

Pete Petrovich Luzhin
He was a civil servant engaged to Dunya Raskolnikov.
engagement was later broken.
age.

This

Luzhin was a man of forty-five years of

He was wicked, mendacious, pompous, completely self-centered,

and dishonest.

In Dostoevsky's mind, Luzhin was a practical devil

who was a survival genius.

A man motivated by self-serving interest

and devoid of compassion for his fellow human being, he was seen as a
utilitarian of the worst possible type.

Arkady Ivanovich Svidrigaylov
He was Dunya's former employer.
to Saint Petersburg.

Svidrigaylov followed Dunya

Although he was fifty years of age, he was still

a handsome and youthful looking man.

Svidrigaylov, in Dostoevsky's

mind, was a symbol of crass materialism.

He was a rake and libertine,

a cynical and self-destructive man with no faith.
symbol of evil.

He was also a

His suicide at the end of the novel raises an air of

enigma around him.

Andrey Semenovich Lebezyatnikov
He was a lodger in the same house as the Marmeladov family.
Lebezyatnikov, like Razumikhin, calls himself an "advanced liberal"
or "progressive."

Marfa Petrovna Svidrigaylov
She was Svidrigaylov's wife.

In her will she leaves three

thousand rubles for Dunya Raskolnikov.

Dmitri Prokofich Razumikhin
He was a student and a close friend of Raskolnikov.
also a lodger in the same house that Raskolnikov lived in.

He was
He is
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Dunya's future husband.
energetic young man.

He was an industrious, cheerful, and

He was a man who had faith in life.

He was a

true friend and a man who compromised without being corrupted.

Alexander Grigorevich Zametov
He was a friend of Razumikhin.

He treated Raskolnikov

during his illness.

Porfiry Petrovich
A brilliant detective of the police department, he was
responsible for investigating the "crime."
years of age.

He was thirty-five

He was one of the characters that Dostoevsky admired.

He was hard, friendly, fair, crafty, and compassionate.
and full of insight.

He was keen

Through his psychological methods of investi

gation, he hunted Raskolnikov; nevertheless, he was more concerned
with saving him than with punishing him.

The Marmeladov Family
Semen Zakharovich Marmeladov
He was a dismissed government clerk and a drunk.

He was the

father of Sonya by a previous marriage and the present husband of
Katerina Ivanovna.

Although he was a selfish man, at times Dostoevsky

treats him with sympathy.

He was a man with intense feelings and the

remnants of good intelligence.

Curiously, Marmeladov had a strong

belief in universal redemption through Christ.

Sofya Semenovna Marmeladov
Her nickname was Sonya.

She was Marmeladov's daughter by a

previous marriage, an innocent girl who was compelled to become a
prostitute to support the family.

She was a thin, blonde, childlike,
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fair-haired girl eighteen years old.
kov.

Her devotion saved Raskolni

By nature, she was capable of absorbing vast amounts of abuse

and degradation.

She was the eternal victim of society.

Katerina Ivanovna Marmeladov
She was Marmeladov's wife and a woman of nobility whose
former husband was an army officer by whom she had three children.
Katerina was thirty, slender, and consumptive.
genteel.

She was educated and

To Dostoevsky, she was a symbol of fallen respectability

of the higher middle class and their becoming victims of an uncontrol
lable force in society.

Polina, Lena, and Kolya
They were Katerina Ivanovna Marmeladov's three children by a
previous marriage.

She was then married to an army officer.

Other Characters
Alena Ivanovna
She was a moneylender and pawnbroker.

Raskolnikov perceived

her as a worthless social evil deserving to be murdered.

Lizaveta Ivanovna
She was Alena Ivanovna's sister who lives with her and helped
her.

Lizaveta, a friend of Sonya Marmeladov, happened to enter the

house just when Alena was murdered by Raskolnikov.

To destroy any

witnesses, Raskolnikov murdered her also.

Praskovya Pavovna
She was Raskolnikov's landlady.
because Raskolnikov delayed his rent.

She reported him to the police
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Nastasya
She was Praskovya and Raskolnikov's servant.

She had a friendly

relationship with Raskolnikov.

Amalia Fedorovna Lippewechsel
She was the Marmeladov's landlady.

Amalia was resented by

Katerina Ivanovna.

Plots
Crime and Punishment was written in six parts plus an epilogue.
Excluding the epilogue, it contains thirty-nine chapters.
consists of seven chapters.

Part one

Crime and Punishment is about an impov

erished law student, a compassionate idealist, a man who dreams of
himself as an extraordinary young leader.

This leader, facing the

misery of his life and other common people, felt he should begin to
act.

He was young and inexperienced.

He did not know where to start.

Yet, he thought by eradicating a social evil he could help in
eliminating human sufferings.
He had a theory whereby the extraordinary men of the world,
Napoleon, for example, have a right to commit any crime without being
questioned.

(As history witnessed, this super-race or superman theory

was the basis on which fascism and Nazism were built.)
being a social leader to practice his theory.

He dreamed of

Of course, under

incurably repressive social situations, he managed to act.

He

murdered an old pawnbroker and immediately, to avoid discovery, the
woman's sister also.

After the murders, Raskolnikov hides the money

and jewelry he had taken and was going to use for the good of common
people.
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As it is noted in the section dealing with major characters,
Raskolnikov was an honest, generous, altruistic, compassionate, and
intelligent man.

He was a "noble" criminal.

His act of crime was a

conclusion he derived out of his theoretical premise regarding the
duties of a committed leader, a superman.

Immediately after his

crime, he became ill and lay in his room in semiconsciousness for
several days.

When he recovered, he found that a friend, Razumikhin,

had taken care of him.

Before committing the murder, he had received

a long letter from his mother which had agitated him very much.

His

mother wrote that his sister, Dunya, who has been working as a
domestic in the house of a rich family, the Svidrigaylovs, has been
slandered by Mrs. Svidrigaylov.

Mrs. Svidrigaylov claimed that Dunya

had had a secret relationship with Mr. Svidrigaylov.
further investigation she was proved innocent.

However, after

Mr. Svidrigaylov

himself acknowledged the fact that he had planned to seduce Dunya and
that she was innocent.

Mrs. Svidrigaylov apologizes publically.

Later on, Dunya is introduced to Luzhin.

Luzhin, a man of forty-five,

proposes marriage to Dunya and offers to help her brother finish
school.

Dunya decided to marry this financially dependable man.

The

two women, Dunya and her mother, go to meet her brother at Saint
Petersburg where Luzhin will join them to finalize the marriage.
While Raskolnikov was recovering, he receives a visit from the
conceited, cunning Luzhin, whom Raskolnikov insults and sends away
because of his domineering attitude toward Dunya.

It is totally

unbearable for him that his sister, still a teenager, will marry a man
she does not love just to help her brother.

So, the self-perceived

extraordinary leader, after committing a crime, must face his
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poverty-trodden family.

As soon as he recuperates he goes around

town and reads about the crime in all the newspapers published during
the last few days.

Although no evidence exists that connects him

with the crime, Raskolnikov becomes extremely disturbed and arouses
the suspicions of Porfiry Petrovich, the chief of the criminal
investigation department.

The verbal dueling between Raskolnikov and

Porfiry Petrovich provides some of the highest drama in Crime and
Punishment. When Raskolnikov met Porfiry, he almost confessed the
crime.
While he was severely shaken by the crime and fate of his
family, he found himself caught in another nerve-racking situation.
He witnessed the accidental injury and later death of Marmeladov, a
minor ex-government official, who was struck by a carriage as he
staggered across the street in a drunken stupor.
knew Marmeladov and had a great pity for him.

Raskolnikov already

Marmeladov, another

victim of the unjust society, in his second marriage had chosen a
woman of high class who in turn has three children from a previous
marriage.
Sonya.)

(Of Marmeladov's previous marriage, he has a daughter,
Because of the destitute state of the family and the money

her father spent on alcohol, Sonya, a teenage girl, works as a prosti
tute.

That is partly how the Marmeladovs are financed.
Raskolnikov helps the injured Marmeladov home and meets his

family who live in utter destitution.
leaves his money to the widow.

To help the family, Raskolnikov

Later Marmeladov dies.

When Raskolni

kov returns to his room, he finds his mother and sister who have just
arrived to prepare for the wedding.
to allow his sister to marry him.

He denounces Luzhin and refuses
About the same time, Svidrigaylov,
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Dunya's former employer, arrives.

He has looked up Raskolnikov and

wants to visit Dunya, who is now in Saint Petersburg.
Raskolnikov and asked for a meeting with Dunya.

He found

Because Raskolnikov

knew about Svidrigaylov's attempt to seduce Dunya, he formed a violent
dislike for him.
Later on, Raskolnikov hears that the police investigator,
Porfiry Petrovich, was interviewing all people who had any business
with the old pawnbroker.

He is interviewed and gets the impression

that the police suspect him.

Meanwhile, Raskolnikov has developed an

affection for and friendly relationship with Marmeladov's daughter,
Sonya.

He went to her and asked her to read to him from the Bible.

He feels great sympathy for Sonya.

Raskolnikov promises Sonya that

he will tell her who slayed the old woman, the pawnbroker.

Porfiry

Petrovich seems certain that he knows who committed the murder, but he
wants to give Raskolnikov a chance to confess to the crime and obtain
a reprieve.

After another interview with Porfiry Petrovich, Raskolni

kov returns to Sonya and confesses to the crime.
Svidrigaylov is listening through the door.

While confessing,

Svidrigaylov uses this

information later when he tries to force Raskolnikov's sister Dunya
to sleep with him.

He always used his cunning to derive pleasure and

he was hated by everybody.

When he realizes that Dunya hates him, he

kills himself.
Luzhin, also through his cunning, reveals his hideous character
and faces the bitter failure of rejection by Dunya.
spite, he leaves the scene.

With agony and

Later on, Dunya, with the recommendation

of Raskolnikov, married her brother's true friend, Razumikhin.
Agonized by Porfiry Petrovich, Sonya, and his own guilt, Raskolnikov
confesses to the crime.

Because of his voluntary confession, he
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receives a sentence of a few years in Siberia.
Sonya proves to be of great help in this ordeal.

By following

him to Siberia, she demonstrates her character to be full of kindness
and religious devotion.

In spite of a voluntary confession, Raskol

nikov still believes his theory to be valid.

He had preserved his

pride by not questioning the validity of his theory.

It was his

agony in Siberia and the love of the faithful Sonya that caused him
to question.

The spiritual values were being rekindled and he began

to see things in a new light— the light of spirituality.

It is only

this experience that allowed Raskolnikov to begin his regeneration.

Part One of Crime and Punishment:
A Brief Overview
In part 1, chapter 1, the location for the story is Saint
Petersburg near the Hay Market and the time is the latter half of the
nineteenth century.

The story begins on a very hot day late in the

afternoon in July.

Raskolnikov, the impoverished, lean, strikingly

handsome law student, sneaks out of his garret cubicle to avoid his
landlady to whom he is in debt.

Feeling frightened and in extreme

disgust, he has to transact with Alena Ivanovna, a detestable "old
hag."
ruble.

He pawns a silver watch in return for a little more than a
After the transaction was completed, for the first time in

his life, he stopped in a public house for a glass of beer.
In chapter 2, he meets an ex-civil servant in the bar named
Semen Marmeladov who is very drunk and has the cast of madness about
his eyes.

Marmeladov, an alcoholic, tells Raskolnikov of his life's

misery, his marriage to Katerina Ivanovna, and his daughter Sonya by
a previous marriage who had to enter into prostitution to support the
family.

On request, Raskolnikov helped the drunken man home.

He
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meets Mrs. Katerina Ivanovna Marmeladov, who is badly dressed and
desparately sick.

She is coughing blood.

(She is the mother of

three children by a previous marriage— Polina, Lena, and Kolya— who
are of higher social rank compared to Marmeladov.)

Raskolnikov's

sympathy prompts him to silently leave them some of his money.
Chapter 3 includes a description of the action when
Nastasya, the maid, tells Raskolnikov that Praskovya Pavovna, the
landlady, is going to report him to the police because of his rent
debt.

Then Nastasya gives him a letter from his mother, Pulkheria

Alexandrovna Raskolnikov, who has impoverished herself to keep him
at the university.
news.

Mrs. Raskolnikov writes that now there is good

She writes that his sister Avdotya Romanovna Raskolnikov (her

nickname is Dunya), who has been working as a domestic in a rich
house of the Svidrigaylov family, has asked, and received, an advance
of sixty rubles to send to her brother.
Meanwhile, she has been involved in a scandal that led to
her dismissal from work at the home of the Svidrigaylovs. While
working there, Arkady Ivanovich Svidrigaylov formed an attachment
for Dunya and tried to seduce her.

Svidrigaylov's wife, Mrs. Marfa

Petrovna Svidrigaylov, overhearing a conversation, thinks it is
Dunya's fault.
countryside.

She spread the rumor of this scandal all through the
But later, Mrs. Marfa Petrovna Svidrigaylov discovers

her error and goes to extreme measures to correct the harm she has
done.

She apolpgized publicly and even introduced Dunya to a family

friend, Pete Petrovich Luzhin, a lawyer and civil servant.
Luzhin seems to want a wife with a good reputation but
without a dowry so that his wife will be indebted to him.

Raskolnikov's
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mother and his sister plan to have Raskolnikov join Luzhin
eventually in business.

They all were confident that Luzhin would

be able to contribute financially toward defraying the cost of
Raskolnikov's law studies at the university.

Finally, Raskolnikov's

mother tells him that they will soon be in Saint Petersburg so that
Dunya will be able to join Luzhin.

Raskolnikov reads the letter

tearfully but finished it with a wrathful look on his face.
His heart was beating fiercely and his thoughts were wildly
agitated. At last it began to seem close and stuffy in the
shabby little room, so like a box or a cupboard. His eyes and
his thoughts both craved more space. He seized his hat and went
out . . . he walked without noticing where he was going, whispering
and sometimes even talking aloud to himself, to the surprise of
the passers-by. Many of them supposed him to be drunk (Dostoevsky
1975, p. 33).
Chapter 4 begins with Raskolnikov's tormented thought:
"This marriage shall never take place while I live . . . "
1975, p. 36).

(Dostoevsky

Raskolnikov knows that his sister, Dunya, is marrying

Luzhin in order to provide help for him.

He feels that she is

sacrificing herself for her family by committing herself to a marriage
with a man that she does not love.
deceive me" (p. 34)!

"No, mama, no Dunya, you cannot

It is at the end of the chapter that he decides

to go to see one of his schoolmates, Dmitri Prokofich Razumikhin:
With Razumikhin, though, he did make friends, or rather, he did
not exactly make friends, but he was more open and communicative
with him than with others. With Razumikhin, indeed, it was
impossible to be otherwise (Dostoevsky 1975, p. 44).
In chapter 5, Raskolnikov changes his mind about seeing
Razumikhin:

"...

but how can he help me now?

Suppose he gets me

some lessons, suppose he shares his last copeck with me, if he has
such a thing, so that I can buy boots and my clothes decent enough
to go out in to give the lessons" (Dostoevsky 1975, pp. 44-45).
Instead he goes into a tavern, has a glass of vodka, and goes to a
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park where he immediately goes to sleep.
that occurred when he was five years old.

He dreams of an incident
A gang of drunk peasants

killed an old mare by beating it with a stick.

When he awakes, he

wonders if he is going to kill Alena Ivanovna, the evil pawnbroker,
the old hag.

Raskolnikov renounces that "accursed dream of mine."

As he walks through the Hay Market, he overhears a conversation in
which he finds out that Lizaveta Ivanovna, the sister of the old
pawnbroker, Alena Ivanovna, will be out on an errand at exactly seven
o'clock in the evening.
It was only a few steps farther to his lodging. He went in like
a man condemned to death. He did not reason about anything, he
was quite incapable of reasoning, but he felt with his whole
being that his mind and will were no longer free, and that every
thing was settled, quite firmly. . . . In any case, he could
hardly expect to learn the day before, with greater exactness or
less risk, without any dangerous questioning or investigating on
his part, that on the next day at a certain time the old woman
on whom the attempt was to be made would be at home alone, quite
alone (Dostoevsky 1975, p. 53).

The Crime
In chapter 6, Raskolnikov prepares himself for the murder.
The chapter contains a six-week flashback in time in which Raskolnikov
remembers a conversation that he overheard when he pawned his ring
with Alena.
sisters.

The student was telling a young officer about the two

The student discussed murdering the pawnbroker.

I was faking just now, of course, but look here: on one hand you
have a stupid, silly, utterly unimportant, vicious, sickly old
woman, no good to anybody but in fact quite the opposite. Who
doesn't know herself why she goes on living, and will probably
die tomorrow without any assistance. Do you understand what I am
saying? . . . on the other hand you have new, young forces running
to waste for want of backing, and there are thousands of them,
all over the place. A hundred, a thousand, good actions and
promising beginnings might be forwarded and directed aright by
the money that old woman destines for a monastery; hundreds,
perhaps thousands, of existences might be set on the right path,
scores of families saved from beggary, from decay, from ruin and
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corruption, from the lack of hospitals and all with her money!
Kill her, take her money, on condition that you dedicate yourself
with its help to the service of humanity and the common good:
don't you think that thousands of good deeds will wipe out one
little, insignificant transgression? One death, and a hundred
lives in exchange— Why, it's simple arithmetic (Dostoevsky 1975,
pp. 55-56).
Raskolnikov never forgot the words; they indeed became more
and more important to him.

Raskolnikov begins to make preparations.

He sews a noose into his overcoat in which he will conceal an ax.

He

wraps the item he will pretend to pawn (the pledge) very securely so
that the old pawnbroker will have trouble untying it.
ax from the porter.
house.

He steals an

By seven thirty he reaches Alena Ivanovna's

At her house he finds painters working on the first floor; and

the flat directly beneath the pawnbroker is empty.
pawnbroker's flat and rings.

He climbs to the

After a long suspicious silence the old

woman opens the door.
In chapter 7, the crime is committed.

The story continues

that Alena Ivanovna
. . . did not pull the door shut again at this, she did not
relinquish the handle, so that he almost pulled her out of the
stairs. When he saw that she was standing across the doorway in
such a way that he could not pass, he advanced straight upon
her, and she stood aside startled (Dostoevsky 1975, p. 64).
He gives her the item he is pretending to sell which he had wrapped
up with extreme care, telling her that it is a silver cigarette case.
A thing . . . a cigarette-case . . . silver . . . look at it.
It doesn't feel like silver, Lord, what a knot! Trying to undo
the string she turned for light towards the window. . . . Why is
it all wrapped up like this? exclaimed the woman sharply, and
turned towards him. There was not a moment to lose. He pulled
the axe out, swung it up with both hands, hardly conscious of
what he was doing, and almost mechanically, without putting any
force behind it, let the but-end fall on her head. . . . Then he
struck her again and yet again, with all his strength, always
with the blunt side of the axe, and always on the crown of the
head. . . . Then he noticed a cord around the old woman's neck
and tugged at it, but it was too strong to snap, and besides, it
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was slippery with blood . . . he managed with some difficulty to
cut the cord without touching the body with the axe; he took it
off, and found, as he expected, a purse hanging there. There
were two crosses on the cord, one of cypress wood and the other
of brass, as well as an enameled religious medal, and beside them
hung a small, soiled, chamois-leader purse, with a steel frame
and clasp. It was crammed full; Raskolnikov thrust it into his
pocket without examining it. . . . But no sooner had he disturbed
the rags than a gold watch slid out from under the coat. Hastily
he began turning everything over, and found a number of gold
articles thrust in among the rags, bracelets, chains, earrings,
pins and so forth, probably pledges, some of them perhaps
unredeemed . . . but he did not manage to collect very many. . . .
A footstep sounded in the room where the old woman lay. . . .
There in the middle of the floor, with a big bundle in her arms,
stood Lizaveta, as white as a sheet, gazing in frozen horror at
her murdered sister and apparently without the strength to cry
out. . . . He flung himself forward with the axe; her lips writhed
pitifully, like those of a child when it is just beginning to be
frightened and stands ready to scream, with its eyes fixed on the
object of fear. . . . The blow fell on her skull, splitting it
open from the top of the forehead almost to the crown of the head,
and felling her instantly. . . . The terror that possessed him had
been growing greater and greater, especially after this second,
unpremeditated murder. . . . My God, I must run, I must run! he
muttered and hurried back to the entrance (Dostoevsky 1975, pp. 6569).
As he was ready to leave, the doorbell rang.

There were two

people outside who had appointments with the pawnbroker.
tried the door.

One of them

They realized that it was locked from the inside.

One left to get the porter and the second man, who is named Kock,
waited.

Kock grows impatient from waiting and goes on upstairs and

Raskolnikov sneaked out.

He had to hide in the empty apartment while

Kock and the others return to the pawnbroker's room.

When the murder

was discovered, he slipped out unnoticed and returned to his own
room, where he replaced the ax in the porter's lodge; and then,
. . . . He did not sleep, but lay there in a stupor. If any
body had entered the room he would have sprung up at once with a
cry. Disjointed scraps and fragments of ideas floated through
his mind, but he could not seize one of them, or dwell upon any,
in spite of all his efforts . . . (Dostoevsky 1975, p. 74).
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The Crime's Aftermath
At this point, the first part of the novel ends.

This first

part was what Dostoevsky used to describe the crime and the major
characters.

Five other parts and the epilogue (consisting of two

chapters), representing the next thirty-four chapters (out of a total
of forty-one chapters), were concerned with the punishment.

It is

only in the epilogue that the story comes together and the end of
the Raskolnikov family is told.

Because of its importance, the

epilogue will also be examined in more detail.
As a second-class convict, Raskolnikov was in Siberia.
Dostoevsky (1975) wrote of Raskolnikov's prison:
On the bank of a wide remote river stands a town, one of the
administrative centers of Russia; in the town is a fortress, in
the fortress is a prison. In the prison Rodin Raskolnikov,
second class convict, had been confined for nine months. . . .
The legal proceedings had passed off without any great difficulty.
The criminal had firmly, exactly, and clearly reaffirmed his
statement, neither confusing the circumstances nor extenuating
them in his own interest, neither misrepresenting the facts nor
forgetting the smallest particular (p. 451).
Raskolnikov did not wish to evade punishment.

He was extraordinarily

cooperative with juries.
When he was asked what had induced him to volunteer confession,
he answered that it was sincere remorse . . . the sentence, how
ever, was more merciful than might have been expected in view of
the nature of the crime, perhaps just because the criminal not
only did not try to exculpate himself, but even betrayed a desire
to magnify his guilt (Dostoevsky 1975, p. 452).
Here Razumikhin also plays his part.

Once more Dostoevsky

(1975), by using Razumikhin, reiterated the bliss of friendship and
man's need of friends by writing the following:
Other circumstances, besides, strongly favouring the prisoner,
were quite unexpectedly brought to light. Razumikhin unearthed
somewhere and put forward testimony that Raskolnikov, while he
was at the university, had helped a poor consumptive fellow student
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with his last resources and almost entirely supported him for six
months. When the student died, Raskolnikov looked after the old
and ailing father who survived him (and whom the son had maintained
by his own efforts almost since his fourteenth year), eventually
found a place for him in the hospital, and, when he too died,
buried him. All this information had a favourable influence on
Raskolnikov's fate. His former landlady, the mother of his dead
fiancee, the widow Zarmitsyna, gave evidence that while they were
living in another house, near Five Corners, Raskolnikov had, during
a fire, rescued two little children from a burning room, and had
himself been injured in doing so. This evidence was carefully
investigated and sufficiently well authenticated by many witnesses.
In short, the prisoner was condemned to penal servitude in the
second class for a term of no more than eight years, in considera
tion of his voluntary confession and various extenuating circum
stances (p. 453).
After five months of legal proceedings, his sentence was pronounced.
His friend, Razumikhin, and Sonya saw him in prison frequently.
It was only Sonya who followed him to Siberia and took work
as a seamstress and visited him often.

In a letter which Sonya wrote

to Dunya, she told that Raskolnikov was ill.

It was not, however,

the severity of prison life that made Raskolnikov ill but his wounded
pride:
He had been ill for a long time, but it was not the horrors of a
convict's life, nor the heavy work, nor the food, nor his shaven
head and ragged clothing that had broken him: what did all that
hardship and suffering matter to him? He was even glad of the
hard work; physical exhaustion at least brought him a few hours
of peaceful sleep. And what did he care for the food that thin
cabbage soup with cockroaches in it? In his former life, when he
was a student, he had often not had even that. His clothes were
warm and appropriate to his way of life. The fetters he did not
even feel. Was he to be ashamed of his shaven head and parti
coloured coat? But before whom? Before Sonya? Sonya feared him,
and was he to feel ashamed before her?
What was it then? He did, in fact, feel ashamed even before
Sonya, whom he tortured because of this by his rough and
contemptuous manner. But he was not ashamed of his shaven head
or his fetters; his pride was deeply wounded, and it was the wound
to his pride that made him ill. How happy he would have been if
he could have put the blame on himself. Then he could have borne
anything, even shame and infamy. But although he judged himself
severely, his lively conscience could find no particularly
terrible guilt in his past, except a simple blunder, that might
have happened to anybody. He was ashamed precisely because he,
Raskolnikov, had perished so blindly and hopelessly, with such
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dumb stupidity, by some decree of blind fate, and must humble
himself and submit to the "absurdity" of that decree, if he
wished to find any degree of peace (Dostoevsky 1975, p. 458).
Still, the hope of repentence was beyond him, because he still believed
in the validity of his theory.
because he had failed.

He thought he was a criminal only

His health situation became more hopeless and

he was taken to the hospital.
Raskolnikov was in hospital all through the latter part of
Lent and Easter. When he began to recover he remembered the
dreams that had visited him while he lay in his fever and
delirium. He had dreamt in his illness that the whole world was
condemned to fall victim to a terrible unknown pestilence which
was moving on Europe out of the depths of Asia. All were destined
to perish, except a chosen few, a very few. There had appeared a
new strain of trichinae, microscopic creatures parasitic in men's
bodies. But these creatures were endowed with intelligence and
will. People who were infected immediately became like men
possessed and out of their minds. But never, never, had any men
thought themselves so wise and so unshakable in the truth as
those who were attacked. Never had they considered their judge
ments, their scientific deductions, or their moral convictions
and creeds more infallible. Whole communities, whole cities and
nations, were infected and went mad. All were full of anxiety,
and none could understand any other; each thought he was the sole
repository of truth and was tormented when he looked at the
others, beat his breast, wrung his hands, and wept. They did not
know how or whom to judge and could not agree what was evil and
what good. They did not know whom to condemn or whom to acquit.
Men killed one another in senseless rage. They banded together
against one another in great armies, but when the armies were
already on the march they began to fight among themselves, the
ranks disintegrated, the soldiers fell on their neighbours, they
thrust and cut, they killed and ate one another. In the towns,
the tocsin sounded all day long, and called out all the people,
but who had summoned them and why nobody knew, and everybody was
filled with alarm. The most ordinary callings were abandoned,
because every man put forward his own ideas, his own improvements,
and there was no agreement; the labourers forsook the land. In
places men congregated in groups, agreed together on some action,
swore not to disband— and immediately began to do something quite
different from what they themselves had proposed, accused one
another, fought and killed each other. Conflagrations were started,
famine set in. All things and all men were perishing. The plague
grew and spread wider and wider. In the whole world only a few
could save themselves, a chosen handful of the pure, who were
destined to found a new race of men and a new life, and to renew
and cleanse the earth; but nobody had ever seen them anywhere,
nobody had heard their voices or their words (Dostoevsky 1975,
pp. 461-462).
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There is a considerable disagreement among interpreters
concerning the meaning of this dream.

However, this dream helped

Raskolnikov to doubt the validity of his much cherished theory.
everyone were to murder, then hideous anarchy would ensue.
Raskolnikov was still sullen and distant.
to a woman who loved him so altruistically.

If

Yet,

He was even antagonistic
However, when he found

out that Sonya was ill and unable to leave her house, he was finally
able to see her in a new light:
One evening Raskolnikov, who had almost completely recovered,
had fallen asleep; when he woke he went by chance to the window
and caught sight of Sonya in the distance, standing by the gates
of the hospital; she seemed to be waiting for something. It was
as if something pierced his heart at that moment: he shuddered
and moved hastily away from the window. The next day Sonya did
not come, nor the next after that; he realized that he was waiting
anxiously for her. At length he was discharged. When he reached
the prison he learnt from the other convicts that Sonya Semenovna
had been taken ill and was in bed and not able to go out.
He was very disturbed and sent to inquire after her; he soon
heard that her illness was not dangerous. When she in her turn
heard that he was anxious and worried about her, Sonya sent him a
note, written in pencil, informing him that she was much better,
that she had simply had a slight cold, and that she would soon,
very soon, come to see him at his work. As he read the note, his
heart beat heavily and painfully (Dostoevsky 1975, p. 462).
At this time, he realized how much Sonya meant to him and what love
meant.

As a matter of fact, Dostoevsky believed that the world would

have much less trouble if everyone had somebody to share their
misery, someone who cares selflessly.
he was visited by Sonya.

After Raskolnikov's recovery,

This was the first time that Raskolnikov

was prompted by love and passion and not by reason when he flung
himself weeping at Sonya's feet.

Sonya, with her simplicity, virtue,

innocence, and devotion, gave him this lesson.
It is only then that the dawn of a new future, in spite of
seven more years of prison misery, became apparent to him.
ready for a gradual regeneration.

He was

It is in the final part that
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Dostoevsky commented on his work and concluded his novel.

The

account of Raskolnikov's spiritual metamorphosis is perhaps the most
significant part of the novel.

The main idea of the novel can be

found in the last two pages:
Suddenly Sonya appeared at his side. She had come up almost
soundlessly and sat down beside him. It was early; the chill of
the morning still lingered. She wore her shabby old pelisse and
the green shawl. Her face still bore traces of illness; it was
thinner and paler and hollow-cheeked. She gave him a joyful
welcoming smile, but she held out her hand as timidly as ever.
She always stretched out her hand to him timidly, sometimes
even half withdrawing it, as if she feared he would repulse her.
He always grasped it reluctantly, always greeted her with a kind
of irritation, sometimes remained obstinately silent all through
her visit. There had been occasions when she had quailed before
him and gone away deeply hurt. But this time their hands remained
joined; he gave her a rapid glance, but said nothing and turned
his eyes to the ground. They were alone; there was nobody to see
them. The guard had turned away.
How it happened he himself did not know, but suddenly he seemed
to be seized and cast at her feet. He clasped her knees and wept.
For a moment she was terribly frightened, and her face grew white.
She sprang up and looked down at him, trembling. But at once, in
that instant, she understood. Infinite happiness shone in her
eyes; she had understood, and she no longer doubted that he loved
her, loved her forever, and that now at last the moment had come.
They tried to speak, but they could not. Tears stood in their
eyes. They were both pale and thin, but in their white sick faces
there glowed the dawn of a new future, a perfect resurrection into
a new life. Love had raised them from the dead, and the heart of
each held endless springs of life for the heart of the other.
They knew they must wait and be patient. They had seven more
years before them, and what unbearable sufferings and infinite
happiness those years would hold! But he was restored to life
and he knew it and felt to the full all his renewed being, and
, she— she lived only in his life!
The same evening, after the barrack was locked, Raskolnikov
lay on his plank-bed and thought. Today it had even seemed to
him that the other convicts, formerly so hostile, were already
looking at him differently. He had even spoken to them and been
answered pleasantly. He remembered this now, but after all,
that was how it must be: ought not everything to be changed now?
He was thinking of her. He remembered how ceaselessly he had
tormented her and harrowed her heart; he remembered her pale thin
little face; but those memories now hardly troubled him: he knew
with what infinite love he would now expiate all her sufferings.
And what were all, all the torments of the past? Everything,
even his crime, even his sentence and his exile, seemed to him
now, in the first rush of emotion, to be something external and
strange, as if it had not happened to him at all. But this
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evening he could not think long or coherently of anything or
concentrate his attention on any idea, and indeed he was not
consciously reasoning at all; he could only feel. Life had taken
the place of logic and something quite different must be worked
out in his mind.
There was a New Testament under his pillow. Mechanically he
took it out. It was hers, the very one from which she had read
to him the raising of Lazarus. At the beginning of his prison
life he had been afraid that she would pester him with religion,
talk about the gospels and press books on him. But to his great
astonishment she did not once speak of it, and never even offered
him a New Testament. He himself had asked her for it not long
before his illness and she had brought it to him without a word.
He had not yet opened it.
He did not open it even now, but an idea flashed through his
mind: "Could not her beliefs become my beliefs now? Her feelings,
her aspirations, at least. . . . "
She also had been full of agitation all day, and at night she
even became feverish again. But she was so happy, and her happi
ness was so unexpected, that it almost frightened her. Seven
years, only seven years! At the dawn of their happiness, both
had been ready, for some few moments, to think of those seven
years as if they were no more than seven days. He did not even
know that the new life would not be his for nothing, that it must
be dearly bought, and paid for with great and heroic struggles
yet to come. . . .
But that is the beginning of a new story of the gradual
renewal of a man of his gradual regeneration, of his slow progress
from one world to another, of how he learned to know a hitherto
undreamed-of reality. All that might be the subject of a new
tale, but our present one is ended (Dostoevsky 1975, pp. 464-465).

Comments on the Epilogue
Dostoevsky, in the epilogue, implied that if one wills to do
so, any experience can be transformed to knowledge.
light without which man has no guide.
without faith and love.

Knowledge is

Yet knowledge is dangerous

He also teaches us that it is from failure

that one can learn how to live.

Suffering is valuable; perhaps an

indispensible step one must take before one sees truth.

He also

demonstrates even from the abyss of sin how one can catch the glimpse
of hope.

Despair should be rejected.

and the will to love.

One has only to have faith
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It is only supposition that after the Siberian experience
Raskolnikov saw the true meaning of life.

Interestingly enough in a

letter from Siberia, Dostoevsky stated that truth is only realized in
suffering.

Perhaps it is after a Siberian experience that the Raskol

nikov in potential leaders can develop into leadership.
As Larvin (1947), Gide (1949), and Berdyaev (1957) have
emphasized, Dostoevsky draws greatly from his personal life when
writing Crime and Punishment.

The theme of the novel is as close to

the theme of life as a work of literature can be.

Because of extra

ordinary experiences which existed in the life of Dostoevsky, his
ceaseless search for meaning in life, his habit of reading voraciously,
and his uncompromising search for truth all contributed to the creation
of Crime and Punishment.
Undoubtedly, reading such a work of literature heightens our
awareness, sharpens our perceptions, and enhances our sympathy.
These are the needed qualities which the present study attempts to
bring to the attention of the individuals engaged in the discipline
of educational leadership.

Any sound and reliable philosophy and

theory of educational leadership may draw substantially from the
humanistic insights and ideas which exist in the master works of
literature, particularly Crime and Punishment.
Socrates stated that an unexamined life is not worth living;
Dostoevsky in Crime and Punishment examines life.

For those who

want to lead and educate others, as will be discussed in the following
chapters, Crime and Punishment provides a unique opportunity to examine
life.

PART TWO:

RESULTS

CHAPTER VI

PHILOSOPHY

Faith in Man (Research Area
Number 1)
There were two major themes dealt with in Crime and Punishment,
namely the desire to achieve and confession.

These themes were used

to explain faith in mankind and in mankind's improvement.

All through

the novel the enthusiastic Raskolnikov was engaged in some sort of
activity.

This was of prime importance for Dostoevsky.

has not gone unnoticed by students of leadership.

Having desire

For example,

Kiser (1954), in his philosophical study of leadership, ascribed this
significance to the concept of desire:
Desire originates from a deep inner urge or hunger to fill a
longing, to take the place of something that is missing, to give
us that completeness that man constantly craves.
Desire is the key that permits us to enter into the inner
sanctum of mind and search for the tools, the ideas to build up
the thought-energy we need for the accomplishments of our purpose.
We see, then, that desire is a mental hunger for something,
some idea, wisdom or knowledge, that we crave and need to make us
satisfied, complete. This being the case, it also follows that
we have the capacity to attain what we desire.
Capacity is the mother, and knowledge is the father of desire.
Man's inherent capacity is awakened by knowledge gained through
life's experiences. The awakened capacity creates the hunger or
desire for fulfillment. Thus we see that desire is born of the
combination of capacity and knowledge (p. 71).
Raskolnikov had a tremendous desire to know the truth, to
. help others, to change his life, and in short, to escalate himself
from a lower state of existence to a higher one.

There were several

instances when he was engaged in certain acts after which he stopped
89

90
to appraise the worth of the act.

Following is an example of those

meditative pauses:
Suddenly he stopped, baffled and bitterly disconcerted by a new
and entirely unexpected but extraordinarily simple question:
"If you really knew what you were doing, and weren't just blunder
ing along, if you really had a definite and constant objective,
how is it that you have never even looked into the purse, and have
no idea what you have gained, or for what you underwent all those
torments and consciously performed such base, vile, and ignoble
actions? Indeed, you only wanted to throw the purse into the
water, together with the other things, without looking at them
either. . . . Why is that" (Dostoevsky 1975, pp. 92-93)?
In a sense, Crime and Punishment was concerned with the
development of a character, Raskolnikov, from a disorganized and
chaotic state of mind and behavior to an orderly and harmonic one.
It may be said that the novel, among other things, gave major
consideration to this change.
The second major theme of the novel was confession.

Inter

estingly, one part of the novel was about crime while five parts plus
the epilogue were about confession and punishment.
key, or a "motif," of the novel.

Confession was a

From the moment Raskolnikov

engaged himself with the crime, the idea of confessing it struck him
as well.

To him, confession was admitting the sin when one desired

to avoid it.

Confession was not a passive admittance of guilt; it

was rather an active engagement.

Through confession, man repudiates

pride and observes himself and his behavior with a clearer vision.
Confession means accepting responsibility.

Through learning about

one's error, one has a unique chance to correct himself provided one
has the courage to admit it.
Moreover, through Raskolnikov's desire to achieve, he sought
answers.

Through seeing his errors, through suffering, and through

Sonya's love, he realized his errors and confessed to them.

Through
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this process, he was perfecting himself.
teaches.

That is what Dostoevsky

To Dostoevsky, a man should be perfecting himself, never

thinking that he has found perfection.
of becoming.

Man is always in the process

Dostoevsky's technique in displaying the stages in

the development of Raskolnikov is important to mention.

In the

novel the frequent references to the number four and the four
steps and the four flights of stairs were often connected.

This

unusual use of the number four has been summarized by Dauner (1958) :
The victim's flat is on the fourth floor of the building; Raskol
nikov hides his loot in the yard where a four-story house is
being built; Marmeladov's miserable room is on the fourth floor;
the police office is on the fourth floor of its building, and
Raskolnikov is directed to the fourth room back. Each of these
settings marks a critical moment in Raskolnikov's psychic history:
the murder, the concealment, the first meeting with Sonya, and
the final confession. After the crime, Raskolnikov suffers four
days of delirium. In the story of Lazarus, which Sonya reads to
Raskolnikov, Lazarus has been dead four days. The story appears
in the fourth Gospel. Raskolnikov has four significant dreams.
Thus we have eight (twice four) occurrences of "fourness," all
connected with Raskolnikov's crime, guilt, and confession (p. 201).
Another critic who gave his opinion concerning the number four
and the stairs was Jung (1950).
symbolic meanings.

He believed the two ideas have

Stairs imply an act of climbing and the number

four symbolized the four stages of Raskolnikov's regeneration— namely,
confession, explanation, education, and transformation.

To Jung,

stairs represented a desire and an act of climbing over these four
stages of development.

This explanation from Jung may prove helpful

in further clarifying Dostoevsky's philosophy about the evolution of
man.

From a different perspective, Dostoevsky portrayed Raskolnikov

as a character who has certain traits which enabled him to grow and
perfect himself; he was in the process of becoming.
From this discussion there are certain conclusions which may
prove useful when there is concern with theories and practices in
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the area of educational leadership.

Dostoevsky's view was:

First,

without desire, no great accomplishments are achieved; and second,
with pride, one cannot learn and grow significantly.

Putting these

statements in a different order, a prerequisite for accomplishment
is to desire to do so; then action should follow.
Action may produce errors.

With confession— that is, the

courage to face one's error and to commit oneself to compensate for
it— one can see the truth more clearly.
development process.

This is the Dostoevskean

It is his pattern of becoming a person, a

leader.
From these views, some ideas for further discussion may
emerge.

First, the idea of "desire" as approached by Dostoevsky may

be explored by educators/administrators.

The question "Are there

some opportunities for educators/administrators to cultivate desires
in others in Dostoevskean terms?" remains for future studies.

It is

important to realize that without a desire to grow and achieve, one
is bound to become stagnant.
Marsee (1979) noticed how counterproductive was a state of
mind in which an educator/administrator loses his desire for further
accomplishments by finding them unachievable.
stops.

This is when progress

Marsee argued that an educational leader must know that all

accomplishments are but preconditions for the next ones.

He cautioned

Good organizations result from pride in accomplishment but with
the full realization that perfection is constantly sought and
never attained. Never accept the philosophy that either you or
your organization has "arrived." Strong traits which attract
attention in the first place will not sustain one if they are not
nourished as one develops. Do not be afraid to look for work and
to improve yourself after finding the job (p. 7).
A true leader never resigns himself to undesirable situations
and despairs further improvement.

He never discards the possibility
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of improvement and further development.

As Keating (1978) stated:

The effective leader is in a constant process of development,
learning from his or her experience. He or she is content with
process, because he or she recognizes perfection as something
always to be achieved (p. 137).
Secondly, as Dostoevsky portrays, errors can be educative,
given that man has a desire to seek truth and a mortal readiness for
accepting it.

Kiser (1954) stated:

Many so-called great leaders of the past believed that to
admit their mistakes or to apologize for an injustice they had
done indicated weakness on their part. They did not know that
by their injustice they had lost their real power, for the
injustice had destroyed harmony. Without harmony and cooperation,
efficiency is greatly reduced. If the leaders had understood the
results of their actions, they would have made right the injustice
at the earliest opportunity, for only in that way could harmony
and balance be restored. . . .
Leaders must learn that they do not show weakness when they
make a mistake, or admit an error, but they do show weakness when
they fail to admit a mistake or refuse to make amends for an
injustice (pp. 62-63).
Kiser's observation may prove to be of great importance for educators/
administrators.

Acceptance of Social
Salvation (Research Area
Number 2)
For Dostoevsky, happiness had a collective meaning.

In

contrast to those philosophers who emphasized the individuality of a
person and his freedom in seeking happiness, Dostoevsky advocated
that freedom and happiness should be sought by all individuals at the
same time.

Otherwise happiness exists as an absurd idea.

Man can

find his freedom and happiness— that is, his social salvation in a
free and happy society— in others.
is meaningless.
philosophy:

Freedom for a man in solitude

Steinberg (1966) wrote concerning Dostoevsky's
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. . . It may appear that this Individualism incarnate solves the
problem of human freedom at least for one person. But even this,
as Dostoevsky tries to demonstrate "ad Oculos," is not true. The
price of such absolute freedom is absolute loneliness, absolute
isolation, and where there is no Second Person, either in the
plural or in the singular, even a godlike First Person hovering
above good and evil is bound to discover in the end that it is no
person at all, but a phantom among phantoms. Instead of solving
the problem of freedom, positivistic individualism deprives it of
meaning and precipitates the disintegration of individual
consciousness (p. 100).
In his works, especially in Crime and Punishment, Dostoevsky
expanded this idea of collective freedom and happiness for
individuals.

Dostoevsky's prospective leader, Raskolnikov, thinks

with enthusiasm and affection concerning man and man's life.

In

Siberia, when through suffering he learned the truth, he realized
the plight and misery of the innocent victim, Sonya.
affection for all humanity.

He declared his

He was ready to marry this young prosti

tute, because for him Sonya represented a helpless sufferer who
sacrificed herself for her family.

It is interesting to note his

thoughts about her:
"But can that be true?" he cried within his heart. "Can that
creature, who still preserves the purity of her soul, consciously
sink at last into the abominable stench of that pit? Is it
possible that she already feels the attraction, and that she has
only been able to endure until now because vice no longer seems
so disgusting to her? No, no, that cannot be!" he exclaimed, as
Sonya had earlier. No, what has kept her from the canal until
now is the thought of sin, and they, those children. . . . And if
she has not gone mad before this. . . . But who can say she has
not? Is her reason really sound? Can sane people talk as she
does? Could a healthy mind make her judgements? How can she
possibly crouch over her own destruction, above the stinking pit
into which she is being drawn, and wave her hands and stop her
ears when she is told of the danger? Why does she?— -Because she
expects a miracle to happen? Probably. And are not all these
things signs of madness (Dostoevsky 1975, p. 273)?
It may be important to note that despite Sonya's profession,
Raskolnikov never held her in low regard.

It is also important to

realize that Raskolnikov's motivation in killing the pawnbroker was
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not a selfish one.

His murder was a symbolic act of rebellion

against the social system.

Atkin (1943) depicted how Raskolnikov

was surrounded by miserable individuals:
Raskolnikov was not an isolated sufferer in the midst of a
crowd of happy human beings. His poverty and hunger, frustra
tions and humiliations, were shared by thousands around him. He
could observe the cooped up masses living in a state of ignorance,
starvation, dirt and disease— more like beasts than human beings.
He was one of the numerous insulted and injured, all victims of
the sickness of an inadequate society. Katerina Ivanovna selling
herself to Marmeladov because "she had nowhere to run." Sonya
prostituting herself in order to save her starving parents and
their three children, the bloodsucking Alyona beating and exploit
ing Lizaveta, proud Dounia selling herself after a sleepless
night to Luzhin in order to help her brother, and are not all
these but flagrant signs of the same social malady (p. 277)?
Raskolnikov saw the misery of the people around him and
apparently believed that they would have to improve their lot together
or continue to suffer individually.

Knowles and Knowles (1955)

regarded an ideal leader as one who was able to make the group discover
its forces and potential and realize its objectives by group efforts.
Although the research literature falls short of an in-depth review of
this philosophic question, it appears that this moral attitude may
prove to be very fruitful for the development of theory and practice
in educational administration.
What Atkin (1943) concluded was that Raskolnikov's act of
murder was a rebellion prompted more by being outraged at the suf
fering of the others than by his pressing financial needs.

A further

proof of the social meaning of his individual act was the fact that
he personally had a great opportunity to rescue himself.

From a

variety of sources he could manage to finance schooling, to graduate,
to marry a rich girl, and to secure a high income.

But he decided

that he could not pursue his happiness while so many others were
unhappy and so very poor.
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In chapter 3, part 4, there is an instance in which
Dostoevsky has given expression to this moral philosophy.

Raskolni

kov's family was thinking over a business plan that they hoped would
bring them a fortune.

Not being overly anxious about the idea,

Raskolnikov withdrew from the discussion and suddenly left the
house only to respond to a sudden need to visit Sonya.

As it was

stated before, to him Sonya represented the suffering humanity.

It

may be concluded that he disengaged himself from a narrow plan for
family success to identify with the one who represented all who
suffer.
It may be implied from Dostoevsky that a true leader is one
who has a collective sense of happiness and courage to sacrifice
personal interests for the sake of others.

A true leader, based on

inference from Dostoevsky, is one who cannot feel content and happy
while others suffer.
Questions related to such traits may be posed in the domain
of educational leadership.

Would these traits work in education?

Can leaders follow this example?

Is it possible for leaders to adopt

this attitude and upgrade the quality of their service?

How can this

attitude be introduced into the profession of educators/administrators?
There apparently is no research data which responds to these
significant questions.

There are, however, some scholars who have

approached the questions tangentially.

Knowles and Knowles (1955),

in their work, concluded that leadership was basically a group concept.
The ideal leader was one who believed in group success rather than
individual achievement.

A leader should help the group to determine

its procedures and keep it responsible for making decisions.
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Rejection of Materialism
(Research Area Number 3)
Crime and Punishment is a novel about the victory of humanism
and spiritualism over nihilism and materialism.
stated, Crime and Punishment was the " . . .

As Dauner (1958)

demonstration of the

failure of nihilism in private morality and the triumph of the ideal
of Christian love" (p. 199).
The transition from nihilism and materialism to humanism and
spiritualism was made by Dostoevsky and by his character Raskolnikov.
It was he who wrote:

"The best man is he who has not bowed before

material temptations; who is incessantly seeking for God's cause; who
loves truth and, whenever the occasion calls for it, rises to serve it,
forsaking his home and his family and sacrificing his life" (Dostoievsky
1949, p. 490).
It would appear that when a leader is motivated by materialism,
that leader is dissuaded from searching for higher values, that is,
for the common good or welfare of people.

Leaders who are motivated

by materialistic concerns seem to be mote subject to political bribery
and corruption; whereas, those leaders who are truly motivated by
human and spiritual concerns are more likely to act in ways that uplift
the welfare of their followers.
It may be difficult to appreciate the importance of the
humanistic and spiritual thoughts which exist in the novel if one
were not adequately prepared to picture the pre-revolutionary
environment in which Dostoevsky lived and wrote.

The period was

marked with violent outbursts of pessimism, nihilism, materialism,
and atheism in a changing society.

Dostoevsky's suggestions were

going to be heard in a corrupt and repressive tzarist society in
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which its revolutionary intellectuals were mainly against
spiritualistic doctrines.

This environment was similar to what

Atkin (1943) described as Raskolnikov's social atmosphere:
This atmosphere of pessimism could not but have its effect
on Raskolnikov, a type of Russian intellectual who was able to
observe the superficial social contradictions, but saw no way
out in the fog of Westernism, Slavophilism, Nihilism, Liberalism,
and other "isms" of the disrupted intelligentsia (p. 278).
In defiance of a contradictory and hostile environment, his honest
search for truth enabled him to move from nihilism and materialism
to humanism and spiritualism.
In Crime and Punishment several characters were portrayed
having different lifestyles and world views.

The book reflects a

pre-revolutionary society in which the existing social order was in
serious question.

It was a society in which some of its members

labored to hold it together while some struggled to pull it apart.
According to Frank (1966), this era was the time in which the nonRussian, European intellectual environment had captured the minds of
young Russians.

The traditional Russian Christian values were

abandoned and the youth were zealously importing foreign ideologies.
Crime and Punishment was Dostoevsky's reaction to such an environ
ment .

Frank indicated:

Now Dostoevsky knew very well that the emotional impulses
inspiring the average Russian radical were generous and selfsacrificing. They were moved by love, sympathy, altruism, the
desire to aid, heal and comfort suffering— whatever they might
believe about the hard-headedness of their "rational egoism."
The underlying foundation of their moral nature was Christian and
Russian (for Dostoevsky the two were the same), and in total
disharmony with the superimposed Western ideas they had assimi
lated, and on whose basis they believed they were acting (p. 33).
In this social and intellectual setting, the immature and
rebellious Raskolnikov needed to decide his own life's theory and
practice.

Raskolnikov, like Dostoevsky himself, did not want to
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choose something that was simply a "fashionable idea," which allowed
him to be accepted in "fashionable intellectual circles."

Raskolnikov,

like Dostoevsky, did not give in to the fashionable doctrines which
had their validity taken for granted.

As Jones (1974) indicated:

Raskolnikov, like other of Dostoevsky's heroes, transcends
the immediate ideological context of his time. He dreams in
solitude; he is alienated not only from the social structure of
his day, but also from other people as individuals. He is not
a run-of-the-mill nihilist of the sixties; he may be in some
sense a true prophet of his time, but he is also a distinct and
exceptional individual, even if not in the way he would like to
think (p. 372).
The major cause for Raskolnikov's predicament was his mis
construed theory.

Raskolnikov conceived a theory in which individuals

were either ordinary or extraordinary.

The extraordinary ones were

not obliged to act within the limits of law or conventional ethics.
Raskolnikov believed himself to be extraordinary.
At this stage of his life, Raskolnikov still believed that
man's salvation could be brought about by worldly gains.

He had not

accepted the idea that no materialistic ideology quenched man's
spiritual thirst.

It was only at the end of the novel that he learned

that his misconstrued theory, like all materialistic theories,
neglected human and spiritual values.

By the end of the novel, he

was inspired by his suffering and Sonya's simplicity and love.

When

he was united with that humble and religious woman and acknowledged
faith, he began to feel alive.
expressed in this way:

The transition and realization was

"Love had raised them from the dead, and the

heart of each held endless springs of life for the heart of the
other. . . . Life has taken the place of logic, and something quite
different must be worked out in his mind" (Dostoevsky 1975, pp. 463464).
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Raskolnikov's earlier nihilism and materialism proved to be
false.

He was born again.

mental development.

These are the Dostoevskean stages of

From his assertions, it may be implied that he

advocated that philosophy should adopt a humane and spiritual outlook
of man.

Man is not an object.

and spiritual values.

Man should be considered with humane

As Zenkovsky (1962) indicated about Dostoevsky,

nothing was as important as man and God.

Zenkovsky wrote:

. . . he is anthropocentric, and his philosophic world view is
primarily a personalism— with a purely ethical coloring, to be
sure, but at the same time achieving extraordinary force and
profundity in this coloring. For Dostoevsky nothing is more
precious or important than man, although nothing, perhaps, is
more dreadful. Man is an enigma, woven of contradictions, but
at the same time— in the person of even the most insignificant
human being— an absolute value. Indeed, Dostoevsky was not
tormented by God so much as by man— his reality and profundity,
his fatal and criminal impulses, as well as his luminous impulses
toward good. Dostoevsky is customarily praised— and justly, of
course— for the unsurpassed force with which he exhibits the
"dark" side of man, man's power of destruction and limitless
egoism, the fearful amoralism which is hidden in the depths of
his soul (pp. 132-133).
The emphasis on the human relations approach in leadership
studies became mainly a postwar phenomenon.

As Stogdill (1974)

described, the humanistic theories of leadership were primarily
based on the works of Argyris, Blake, Mouton, Likert, Lewin, and
McGregor.

As Stogdill saw it, these writers were concerned with

humanistically effective organization:
The human being is by nature a motivated organism. The organiza
tion is by nature structured and controlled. It is the function
of leadership to modify the organization in order to provide
freedom for the individual to realize his .own motivational
potential for fulfillment of his own needs and at the same time
contribute toward the accomplishment of organization goals
(pp. 21-22).
Erickson (1975), in his study of the traits of successful leaders,
appealed for greater attention to humane concepts in the practice of
leadership:
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As managers each of us experiences success or failure for a
variety of reasons. Regardless of our management style, however,
neglecting humaness in management can eventually subvert the
effective functioning of our organization. The well-being of our
staff as well as improved opportunities for our organization's
success require continual efforts to achieve management which is
humane.
Each administrator must regularly look at himself and ask,
"Am I a humane manager? Am I willing to risk being authentic
and honest? Am I willing to receive criticism without getting
defensive? Am I willing to really listen to the ideas of
others around me? Am I threatened if a staff member displays
more insight into a problem than I? Do I need to feel superior
to other individuals around me? Do I realize that any or all
others may see the world differently than I? Am I really
willing to work together with others to solve difficult manage
ment problems?" (p. 25).
In recent years one of the humane approaches to education
has stemmed from the application of existential philosophy to educa
tional problems.

Kneller (1958) indicated that human life, its

meanings and values, and how to preserve the individuality of a person
against outside pressure are the main approaches of existentialism in
education.

According to Kneller, existentialism is a recent philo

sophical approach to education:
Its force is to suggest that we should be looking for and in
what direction our activities should be moving. It aims to weed
out of the human garden those allegedly stale blooms of systematic
morality which choke the healthy growth of other plants. It is
an attempt to face moral and educational issues at their very
locus, namely, the dilemma of human existence. For the modern
educator, existentialism is a warning to fend off the demands and
pressures of organized society and strike out anew in search of
an education of and for the individual (p. 141).
Morris (1966) wrote that existentialism has introduced to the
behavioral sciences, including education, human life and self— two
main concepts for consideration:
Existentialism wishes merely to establish the starting place
for the philosophical enterprise itself, the place from which
all thought about the meaning of life must set out. This place
is the human self. Existential education assumes the responsi
bility of awakening each individual to the full intensity of his
own selfhood. . . . There are three constituent awarenesses which
make up the psychological content of self:
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1.

I am a choosing agent, unable to avoid choosing my way through
life.

2.

I am a free agent, absolutely free to set the goals of my
own life.

3.

I am a responsible agent, personally accountable for my free
choices as they are revealed in how I live my life.

The teacher's imperative is to arrange the learning situation in
such a way as to bring home the truth of these three propositions
to every individual (pp. 134-135).
The humanistic approach to the theory and practice of educa
tional leadership is yet in its infancy.

According to Lobb et al.

(1974), the need for a humanistic approach is substantial.

They

rejected the mechanistic approach to educational leadership whereby
man was considered an object.

They attempted to introduce, in

opposition to mechanistic leadership, a "relational leader."

Lobb's

et al. description of the traits of a relational leader were:
. . . to be warm, protective, supportive, genuinely concerned
with others. It requires the understanding that man is an evolu
tionary organism whose entire existence, even from day to day,
that the certitudes, the rigid perspective definitions of yester
day, are inadequate for today, let alone the world that is
becoming tomorrow (p. 5).
In concluding this section, several themes can be drawn from
the novel.

These are stated as follows:

1.

A leader should oppose nihilism and pessimism

2.

A leader should see beyond the materialistic and mechanistic

characteristics of man
3.

A leader should view man in terms of human and spiritual

values
Some of the preceding statements have been reviewed in
relation to educational and leadership principles.
indicated the significance of such ideas.

These studies

However, further studies

on theory and practice of educational leadership would hopefully lead
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to a greater understanding and realization of these principles.

This

study, based on reviewed literature, deems such prospective under
takings valuable for educators/administrators.

Rejection of Manipulation
(Research Area Number 4)
There are two men in the novel which Raskolnikov hated most—
Svidrigaylov and Luzhin.
docious, and conceited.
represents a theory.
Luzhin.

Both were materialistic, cunning, braggaEvery major individual in Dostoevsky's works

This idea can be applied to Svidrigaylov and

For Raskolnikov, these two men represented the entire social

system against which he rebeled.

Both of these gentlemen were about

fifty years old and were courting Raskolnikov's sister, Dunya, a
virtuous teenager.

Svidrigaylov, although married, spent his time

seeking sensuous pleasure.

Luzhin was seeking Dunya as a wife.

Both

men's strength and power lay in their wealth as compared to the
poverty of Raskolnikov's family.

They were both subjects of Raskol

nikov's anger and hate.
Of the two old gallants, Svidrigaylov seemed less tyrannical.
He has a certain smack of nobility which shows itself when he has
Dunya at his mercy in his securely private room.

His sudden

realization of the devastating consequences of his act on Dunya and
the fact that he is such a wretched and unloved creature who has to
force someone to accept his affections makes him hate himself and
pity Dunya.

He lets Dunya go and later on commits suicide.

His

superiority to Luzhin is further shown earlier in the novel in an
instance in which he states that he is thinking of going to America
to start a new life and generously gives Sonya some money so that
she can follow Raskolnikov to Siberia.
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Through the fate of Svidrigaylov, Dostoevsky emphasized that
types such as Svidrigaylov, who remained within the law but outside
of morality, pose a great danger to themselves and to others.

The

lack of morality keeps a man apart from humanity, for man needs
morality in order to appreciate and join humanity.

For Svidrigaylov,

morality existed, but he did not try very hard to live up to the
moral standards.
But what about Luzhin?

For him, morality did not exist.

He wanted Dunya, and the fact that he wanted to marry her did not
cover his immoral intentions.

In marrying her, he could use the

force of law to possess her and derive service from her.

He wanted

to purchase flesh, submission, and youth as cheaply as possible.
His fascination for Dunya's chastity was not based on his belief in
the principle of a woman's chastity.

He wanted for himself alone a

monopoly on the exploitation of Dunya.
As Niemi (1964) suggested, Luzhin was "a despot-analogue of
the power-cult" (p. 299).

For Raskolnikov, these two men were

symbolic of the manipulation of a corrupt system which he had set
out to fight.

He could see how his sister's chastity and youth would

be destroyed by those who have money.

No wonder he used Svidrigaylov's

name as a curse; and when facing Luzhin, Raskolnikov, in anger and
with pleasure at being insulting, said the following to him:
It is true that you told your fiancee at the very time when you
had received her consent, that your greatest reason for rejoicing
. . . was that she was poor . . . because it is better to take a
wife out of poverty, so that you can dominate over her afterward
. . . and reproach her with the benefits you have heaped on her
(Dostoevsky 1975, p. 129).
Raskolnikov's hatred for Luzhin, a master of selfish manipu
lation, revealed Raskolnikov's objection to a social order which

105
produces such types.

Therefore, when he shouts at Luzhin, "Take

yourself off, and to the devil with you!" (Dostoevsky 1975, p. 130),
the entire social order was being addressed.
Although it was in the late nineteenth century that Dostoev
sky in Crime and Punishment illustrated manipulation, Shostrom (1967)
in this century portrayed the idea of manipulative forces in society
which destroy human nature.

The major attempts to scientifically

study manipulation were chiefly a post World War II endeavor.
Shostrum (1967), in comparing a "manipulator" with an "actualizer,"
wrote:
A person who is actualizing trusts his feelings, communicates
his needs and preferences, admits to desires and misbehavior,
enjoys a worthy foe, offers real help when needed, and is, among
many other things, honestly and constructively aggressive. The
manipulator, on the other hand, habitually conceals and camou
flages his real feelings behind a repertoire of behavior which
runs the scale from arrogant hostility to servile flattery in
his continuous campaign to serve his own wishes (pp. 15-16).
Perhaps then, a role of education is to assist people to distinguish
between what Shostrum calls an actualizing person and a manipulator
and to then choose behaviors which will be in the best interest of
the society and therefore themselves.
The concept of manipulation was noted by some leadership
specialists.

Bass (1960) remarked that a leader who was guided by

self-interest had a tendency to impose himself on his followers.
In doing so he may have used every manipulative measure he had
available and exploited every situation supporting those interests
which supported his self-survival.
Clifford (1974) summarized the results of the manipulative
tendencies of a leader as follows:
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1.

The tendency to surround oneself with yes-men

2.

The equating of disagreement with disloyalty or rebellion

3.

The tendency to "pour oil on troubled waters"

4.

The glossing over of serious differences to maintain an
appearance of harmony

5.

The accepting of ambiguous resolutions to problems which
permit only more misunderstanding

6.

The exploitation of differences between employees to strengthen
the executive's personal position

7.

A preoccupation with self

8.

Giving the attitude of the executive leading a "lower" group

9.

The tendency to suggest concepts and solutions so far in
advance of the employees that the accepting of these ideas
would require a radical change in behavior (p. 36).
Biddle (1953), in characterizing different types of leaders,

stated:
Then there is the leader who lays claim to the title by
exploiting other leaders. History is filled with tales of
fuehrers who operated through sub-fuehrers all down the line
of control. But a democratic society, in less mature phase,
presents a different phenomenon. This is the manipulator, less
obvious but often extremely influential (p. 5).
The question of manipulation in relation to the educator/
administrator is yet to be substantially discussed in the literature
on humanistic leadership.

From Dostoevsky, it can be implied that

the true leader not only avoids the practice of manipulation, but he
also rises against it.

The truth of this suggestion has been supported

by some leadership studies.

The position taken in the present study

is that such ideas can be developed in relation to the theory and
practice of educational leadership.
substantially productive.

Such undertakings may prove

107

Altruism (Research Area
Number 5)
Dostoevsky believed that the great majority of people
desperately need someone to turn to— they need a leader.

It follows

that one of the great miseries of man is the lack of a true leader.
In Crime and Punishment, Marmeladov, the most miserable man, explained
to Raskolnikov how Katerina experienced this painful need:
And from the fact that she, an educated and well-bred person
bearing a well-known name, consented to marry me, you may judge
the extent of her affliction. But she did marry me! Weeping
and sobbing and wringing her hands, she married me! For she had
nobody to turn to! Do you understand, young man, do you under
stand what it means to have nowhere left to turn to (Dostoevsky
1975, p. 13)?
Dostoevsky's affection and caring manifested itself in Raskolnikov's
concern for the humble and suffering.

Perhaps, under the Christian

influence, he gave all of his good intentions and efforts to find
and aid the lost sheep.

Raskolnikov's compassion and help was

particularly aimed at the downtrodden and fallen.

He was of great

assistance to those who, because of their miseries and silent suf
ferings, were not being noticed by the majority of ordinary people.
A reader of the novel sees Raskolnikov helping the drunken
Marmeladov, the stray girl in the street, and the consumptive
Katerina Ivanovna.

In chapter three, part three, Razumikhin mentions

that Raskolnikov once desired to marry the ugly, weird, invalid
daughter of his landlord only out of the compassion he felt for that
insignificant sufferer.

Knowing that Raskolnikov was a strikingly

handsome intelligent student of law with a positive future, the
reader admires his compassion to save a desperate sufferer by marry
ing her.

Because of this compassion, he finally chose Sonya to

share his life.
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It is important to note Dostoevsky's practice of endowing
his prospective leader with such unique characteristics.

Dostoev

sky's convictions were made clearer when he described Raskolnikov
through Marmeladov.

Marmeladov spoke to Raskolnikov in this way:

"Young man," he continued, raising himself again, "I read a
certain affliction in your features. I saw it as soon as you
entered, and for that reason I addressed myself to you. For
when I confide the story of my life to you, it is not in order
to expose my shame to these idlers here, who know it already,
but because I seek the company of a man of feeling and education"
(Dostoevsky 1975, p. 12).
Dostoevsky once more emphasized feeling and education combined as
ideal traits which should be found in a true leader.
Observe Raskolnikov's altruism in the following three
instances.

In the first, he noticed a very young girl who seemed

drunk and bewildered walking along the street. A stout gentleman
with evil intentions was pursuing her.
gentleman and called a policeman.

Raskolnikov stopped the

Raskolnikov then gave his much

needed money to the policeman and asked that a coach be called to send
the helpless girl home:
The policeman had understood at once, and now he was consider
ing. The stout gentleman's position was, of course, clear; there
remained the girl. He stooped down to look at her more closely
and sincere compassion showed in his face.
"Ah, it's a great pity!" he said, shaking his head, "she's
no more than a child. She's been led astray, that's right enough.
Listen, miss," he went on to her, "where do you live?" The girl
opened her tired, bleary eyes, looked dully at her questioners,
and waved them away with her hand.
"Listen," said Raskolnikov, rummaging in his pocket and taking
out twenty copecks that he found there, "look, take a cab and
tell him to drive to her address. Only we must get to know the
address."
"Young lady, young lady!" began the policeman again, accepting
the money, "i'll get a cab for you right away, and I'll take you
home myself. But where to, eh! Where do you live?"
"Pshaw! . . . pestering me . . ." muttered the girl with
another wave of the hand.
"Dear, dear, it's a bad business! Oh, how shameful this is,
young lady, what a disgrace!" He began to shake his head with a
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mixture of pity and indignation. "You know, this is a bit of a
problem," he added, turning to Raskolnikov and again enveloping
him from head to foot with a quick glance. Probably he seemed
more than a little strange too, giving away money and wearing
such rags (Dostoevsky 1975, p. 41).
Through this scene, Dostoevsky revealed the engaging personality of
his prospective leader.

Raskolnikov became involved in events that

the great majority of people tend to ignore.

In his giving he was

selfless.
In the second instance, Marmeladov was run over by a coach
and the crowd was simply watching the critically injured Marmeladov
when Raskolnikov appeared again to assist, as though he was on a
special mission:
Meanwhile Raskolnikov had worked his way through the crowd
and was bending nearer. Suddenly, the light of the lantern fell
on the unfortunate man's face, and he recognized him.
"I know him, I know him!" he cried, pushing to the very
front, "he is a retired government clerk, called Marmeladov. He
lives here, close by in Kozel's house. Get a doctor at once; I
will pay, look!" He pulled some money out of his pocket and
showed it to the policeman. He was surprisingly agitated.
The police were pleased to have learned the identity of the
injured man. Raskolnikov gave his own name and address as well,
and urged them, with as much vehemence as though it were a
question of his own father, to carry the unconscious Marmeladov
to his own room.
"Here it is, only three doors away," he said pleadingly,
"in the house of Kozel, the German, a rich man. . . . He was
probably going home, drunk, now. I know him. . . . He is a
drunkard. . . . He has a family there, a wife and children, and
there is a daughter besides. Why take him all the way to the
hospital, when there's actually a doctor in the house? I will
pay. . . . At any rate he'll be looked after by his own people,
and at once, but he would die before you got him to the hospi
tal. . . . "
He even managed to thrust something inconspicuously into the
policeman's hand; the proceeding he suggested was, however,
clearly lawful, and, in any case, here assistance was nearer.
Helpers were found, and the injured man was lifted and carried
away. Kozel's house was some thirty paces away. Raskolnikov
walked behind, supporting the head and indicating the way.
"This way, this way! The head must go first up the stairs;
turn around . . . that's it. I will pay, I shall be most grate
ful," he murmured (Dostoevsky 1975, pp. 150-151).
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In the third instance, Raskolnikov, who himself desperately
needed cash, came to the aid of the consumptive Katerina Ivanovna:
"Katerina Ivanovna," he began, "last week your late husband
told me the story of his life and everything connected with it.
You may be sure that he spoke of you with great respect and
appreciation. From that evening when I learned how devoted he
was to all of you, and how he loved and honoured you especially
Katerina Ivanovna, from that evening, in spite of his unfortunate
weakness, we were friends. . . . Permit me now to . . .
contribute . . . towards the repayment of a debt to my departed
friend. Take this . . . it is twenty roubles, I think— and if it
can be of any assistance to you, then . . . I . . . in short, I
will come again. I will certainly come again. . . . Perhaps I
may look in tomorrow. . . . Good bye!" (Dostoevsky 1975, p. 159).
Dostoevsky’s intention must be clear.

He distinguishes Raskolnikov

with his distinct readiness to give help to insignificant sufferers.
Dostoevsky urged people to love and to share.
was a corrupt cult.

To him, egocentricism

He believed a truly free society was the result

of everyone's desire to share and to give selflessly.

He believed

that by the desire for service and for self-sacrifice and by giving
himself up for others, man gained the greatest freedom— that of
personal will.
Desire to help others, from Dostoevsky's point of view, was
a key idea in recognizing a true leader.

If a leader lacked a

desire to help others, then that person must have other intentions
when assuming a leadership position.
those intentions.

One may legitimately suspect

To Dostoevsky, an ideal leader was the most

humane one, that is to say, the one whose sympathy and compassion
focused on sufferers.

A true leader, implied Dostoevsky, was the

one who had such a sharp intuitive sense to be able to discern the
needs of the needy; those who care enough to distinguish where, when,
and to whom their assistance should go first.

Ill
Concerning the desire to help, the novel infers certain
principles which may be applied to the subject of educational adminis
tration.

First, the educator/administrator should possess a desire

to help others; and secondly, through education this motive may even
be developed further.

By nature as well as through education, an

educator/administrator must develop the ability to locate those in
need.

In providing assistance, there should be an exercise of fair

judgment.
Nash (1929) indicated that true leadership was an outcome of
a real engagement and relationship between leaders and followers.
This engagement must take place in a spirit of friendship and in a
democratic setting.

Nash asserted, also, that a true leader was one

who was giving and sharing:

"To a real leader it is clear that the

philosophy of giving or sharing with others had deeper significance
than the philosophy of getting for oneself" (p. 25).

CHAPTER VII

CHARACTER

He Who Knows Himself, Knows God
Islamic Hadith

Self-analysis (Research Area
Number 6)
Raskolnikov was an introspective person.
self-analysis.

He had a habit of

As though he wanted to comply with Socrates' maxim,

"Know thyself," Raskolnikov wanted to know himself.

This desire is

noted in several instances throughout Crime and Punishment. For
example, the first time he met Marmeladov and was greatly affected
by the wretchedness of the man's life, he became introspective about
himself and the truth of his theory about mankind.

He wrote:

"Well, if I am wrong," he burst out suddenly, "if men are
not really scoundrels, men in general, the whole human race, I
mean— then all the rest is just prejudice, imaginary fears, and
there are no real barriers, and that is as it should be!"
(Dostoevsky 1975, pp. 22-23).
Later in the novel, he questioned his behavior and the worth of his
theory and wrote:
"But what if it is all my imagination? What if it is a
delusion, what if I am quite mistaken, and it is simply my
inexperience that makes me lose my temper and fail to keep up
this wretched role I am playing? Perhaps it was all unintentional?
All their words are quite ordinary, but there is something in
them" (Dostoevsky 1975, p. 215).
These instances of self-scrutiny, which are very frequent
in the novel, reveal Raskolnikov's desire to find the truth about
112
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himself and his theory.

Through his concept of self-analysis,

Dostoevsky introduces one more trait needed for an individual's
development— self-discovery.

Self-analysis is the introduction to

self-discovery.
For Dostoevsky, the importance of self-discovery through
self-analysis for the growth, maturity, and change of an individual
cannot be exaggerated.

It is true that Sonya assisted Raskolnikov

in his ordeal, guided him in discovering truth; but such a recognition
and subsequent change could not take place until he discovered the
truth about his own and other peoples' lives.
The importance of self-analysis has been recognized in other
leadership investigations.

For example, when studying leadership

within religious settings, Keating (1978) asserted that self-knowledge
was a required attribute of a true leader.

He indicated that self-

knowledge was a function of self-analysis and concluded:
Because leadership is human, even in a church community, it
must deal with the complexity of human beings. The leader needs
to know himself or herself, his or her needs and motives; he or
she needs to know the assumptions that he or she makes about
people, because these will show in his or her behavior; he or
she needs to recognize the fallibility of his or her perceptions,
when to trust them and when to question them (p. 21).
Kiser (1954) believed that the practice of self-analysis
provided a problem-solving ability among leaders.

He recommended

that leaders speculate on their thinking process:

"The solution to

the problems of leadership lies in an understanding of the substance
and of the primary function of all the parts of our thinking
process" (p. 122) .
There is further evidence that in the area of educational
leadership the importance of self-analysis has been reported.
Harding (1949) listed twenty-one instances for leaders in education
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which demand a bit of self-analysis.

Hack et al. (1965) also

emphasized the importance of self-analysis for educational adminis
trators:
In the practice of school administration, the practitioner
must resolve the question (and the implicit sub-question): Can
I be true to my own values, and in believing that the schools
belong to the people, administer them according to the people's
wishes? The administrator as a man is thus in the crucial
position of answering this question before he can adopt a rele
vant pattern of administrative behavior (pp. 371-372).
Self-analysis as a means to self-discovery was Dostoevsky's
conviction.

He believed that without self-knowledge man cannot

understand others.

Raskolnikov's frequent instances of self-reflection

carried an important meaning.

Until he found a true path for self-

discovery, he could not properly understand the worth of his life.
At the end of the novel, he realized that one can communicate
meaningfully with others if one is becoming aware of one's self.
To conclude, the importance of self-discovery for educators/
administrators was supported by a variety of sources.
subject demands further considerations.

Yet the

An educator/administrator

is like any other individual— in great need of self-knowledge for
his own personality and character growth.

Furthermore, self-analysis

assists in discovering strengths and weaknesses.

This is needed in

order to lessen weaknesses and to further strengthen character.

As

far as the research literature indicates, further study is needed
to commit the concept of self-analysis to its proper place within
theory and practice in educational leadership.

Analytic Mind (Research Area
Number 7)
Raskolnikov was portrayed as a man who has a very receptive
mind.

As he walks through the streets of Saint Petersburg, he
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watched people and events carefully.

He has developed a keen sense

of observation and an attentive ear.

The particular areas of

perception usually included details that many people tended to ignore.
There are frequent instances to substantiate this in the
novel; for instance, when Raskolnikov was in the public house, "he
is listening with close attention" (Dostoevsky 1975, p. 17) to
Marmeladov.

(Marmeladov was generally ignored by others.)

Another

instance of how his receptive mind worked is taken from the scene
at the police department where Nikodim Fomich was "warmly discussing
something with Ila Petrovich, and the words reached his ear"
(Dostoevsky 1975, p. 88).

Another example can be found in chapter

6, part 2, when he noticed a crowd and
. . . a clatter and hubbub that filled the street; a guitar
strummed, and someone was singing; . . .
. . . The thin voice of the singer flowed out to him:
"Oh, my fine and darling bobby,
Do not beat me so unjustly!"—
Raskolnikov strained desperately to hear the words as though they
were of supreme importance (Dostoevsky 1975, pp. 133-134).
Many examples exist which illustrate Dostoevsky's emphasis on
Raskolnikov's awareness of others.
The conclusion that may be drawn was that Dostoevsky placed
a prime significance on receptivity as a needed leadership quality.
He implied that a leader had a receptive mind, was a good observer,
and was a good listener.

He was not only interested in the things

everyone else normally pays attention to, but went a step further
by being receptive to those ideas, events, and individuals that
appeared to go over the head of the average individual or appeared
to be out of their range of interests.
Dostoevsky endowed Raskolnikov with an analytical mind to
deal with all he observed and heard.

This quality was demonstrated
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in several instances.

A notable example occurred when he tried to

analyze the act of crime and its motivation:
The first question he had been concerned with— a long time
ago now— was why most crimes were so easily discovered and why
nearly every criminal left so clear a trail. He arrived by
degrees at a variety of curious conclusions, and, in his opinion,
the chief cause lay not so much in the material impossibility of
concealing the crime as in the criminal himself; nearly every
criminal, at the moment of the crime, was subject to a collapse
of will power and reason, exchanging them for an extraordinary
childish heedlessness, and that just at the moment when judge
ment and caution were most indispensable. He was convinced that
this eclipse of reason and failure of will attacked a man like
an illness, developed gradually and reached their height shortly
before the commission of the crime, continuing unchanged at the
moment of commission and for some time, varying with the
individual, afterwards; their subsequent course was that of any
disease. The further question whether the disease engenders
the crime, or whether the nature of crime somehow results in its
always being accompanied by some manifestation of disease, he
did not feel competent to answer (Dostoevsky 1975, p. 61).
Dostoevsky vividly portrayed Raskolnikov as receptive and analytical.
Raskolnikov usually observed, listened, and later analyzed what he
had seen or heard.

Even when he was in front of a shrewd investi

gator like Porfiry he did not fail to observe and analyze his
investigator's behavior.

He thought about Porfiry, "He held out

both his hands to me, but he didn't actually give me one; he drew
them back in time" (Dostoevsky 1975, p. 281).
The Dostoevskean interpretation which suggested that a leader
was a good listener and observer was further supported by assertions
made by researchers in leadership.

For example, to listen and

observe carefully were two main leadership traits stated by Barnard
(1946):
We learn to correlate our own speech and action, as we hear and
feel them, with certain effects upon others. We are only
approximately successful, and some are much more so than others.
Listeners and observers, on the other hand, learn to correlate
an entirely different thing, our observable behavior, with our
meanings and intentions. This is also only approximate, and is
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done more successfully by some than others. Since leadership
primarily involves the guidance of the conduct of others, in
general leaders need to be more effective than others both in
conveying meanings and intentions and in receiving them (p. 27).
As was noted, Dostoevsky also emphasized Raskolnikov's
critical mind.
ship as well.

This idea has been discussed in educational leader
Developing a critical mind that analyzes ideas,

events, environment, and self was pointed out by Perkinson (1971).
He found that education has seven main development functions:
(1) intellectual, (2) moral, (3) emotional, (4) aesthetic,
(5) social, (6) political, and (7) economic.

After a brief review

of these seven functions, he concluded that all of these functions
are geared toward developing an analytical mind because human
improvement begins when the mind begins to analyze and criticize.
This is one of the ultimate goals of education.

He wrote:

First, if teachers and schools seek the intellectual, moral,
and aesthetic improvement of the young, then they should
encourage the young to encounter critically our intellectual,
moral, and aesthetic traditions. Secondly, if teachers and
schools want to improve our existing social, political and
economic conditions, then they should present these conditions
to the young and encourage them to approach them critically
(p. 101).
To reiterate, the necessity of receptivity and the develop
ment of a critical mind were ideas that Dostoevsky suggested
frequently.

Support for the importance of these ideas was drawn

from both leadership and education studies.

There are grounds to

suggest that the idea of receptivity and critical mindedness should
be given more prominence in relation to the theory and practice of
educational leadership.

The educators/administrators could become

the main beneficiaries of such study findings.
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Education and Compassion
(Research Area Number 8)
According to what can be implied from Dostoevsky's works,
particularly in Crime and Punishment, an ideal leader was one who
responded actively and unequivocably to the true needs of his
society and his fellow individuals.

Then, of course, one may ask,

"What are the true needs of the individual?".

To answer this

question, one may be able to draw substantially from many fields.
But this question, important as it is, does not fit within the scope
of the present study.

What was important to note here was that

Dostoevsky believed that if a leader wanted to discern the needs of
an individual and respond to them, then he must have both education
and compassion.

This idea was clearly implied in Crime and Punishment.

It has been noted that Marmeladov was portrayed as a fallen
victim— a man who needed to be led out of the abyss of his life.
He needed all the help he could get.

Through Marmeladov's character,

Dostoevsky summarized the Russian plight in the nineteenth century
and the plight of mankind in general.

Marmeladov represented the

predicament of suffering of both man and society simultaneously.
Marmeladov was crushed under destructive inner and societal forces.
He and society greatly needed a leader; he represented helpless
humanity, a miserable and chaotic society.
Dostoevsky introduced Marmeladov to Raskolnikov in a public
house.

Marmeladov asked a most frightful question of Raskolnikov:

"Do you understand, young man, Do you understand what it means to
have nowhere left to turn to?" (Dostoevsky 1975, p. 13).

The

abysmal agony of his state appalls Raskolnikov, but after some
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conversation the apparently hopeless Marmeladov displayed some sign
of hope.

Dostoevsky teaches that even a Marmeladov can be saved if

he finds someone to whom he may turn for help.
Raskolnikov the right helper for Marmeladov?

But what makes
Dostoevsky (1975)

answers this question through Marmeladov when he tells Raskolnikov,
"Young man," he continued, raising himself again, "I read
a certain affliction in your features. I saw it as soon as you
entered, and for that reason I addressed myself to you. For
when I confide the story of my life to you, it is not in order
to expose my shame to these idlers here, who know it already,
but because I seek the company of a man of feeling and education"
(p. 12).
Research literature on feeling and education, as Taylor
(1962) and Riggs (1927) indicated, has received substantial con
sideration.

The question of feelings and compassion in education

need to be further emphasized.

This discussion can be further

developed in relation to the theory and practice of educational
administration.

As Riggs indicated, teaching is leading and a

teacher is a leader.

Therefore, a teacher needs to acquire more

than a pragmatic skill of transferring certain information to his/
her pupils.

Teaching in its fullest sense is leadership, and

according to Riggs:
Leadership is the result of the whole man: From his rudimentary
reflexes, through his instincts, habits and attitudes to the
final integrated personality. It is "partly fated, partly free"
always somewhat "physical," always somewhat "mental." The
particular phases of the teachers' personality to be perfected
for leadership are knowledge, self-forgetfulness, suggestion
and will (pp. 115-116).
The educators/administrators deal with the needs of the
individual.

It has been argued that in order to discern those needs

and to respond to them, the educator/administrator must be
thoroughly prepared.

Education by itself does not effectively and

efficiently do this.

Additional characteristics prove useful.
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From Dostoevsky, the ideas of feeling and compassion again may be
emphasized.

The extent to which these concepts can be applied to

the theory and practice of educational leadership must be further
studied.

Educate your children in accordance to the demands of the
future.
Imam Ali

Change and Hope for the
Future (Research Area
Number 9)
Raskolnikov was born in a repressive and corrupt society.
As he grew older, he became more aware of the sufferings of the
destitute and the existence of societal evils.

In reference to

Raskolnikov as an intellectual, Atkin (1943) described the plight
of the Russian intellectuals of Dostoevsky's time as follows:
Moreover, apart from the misery of his immediate surroundings,
Raskolnikov, as an intelligent student, could not have been
unaware of the widespread existence of a similar state of
affairs all over Russia. The progressive members of the
intelligentsia proclaimed the horrible state of affairs in
prose and verse. Reshetnikov described how everywhere the
peasant was cruelly exploited, Pomyalovsky exposed the
brutalities of the theological schools, Levitov depicted the
embittered suffering in villages and towns, Nekrasov in splendid
poetry bemoaned the piteous fate of the peasants— to mention
only the more outstanding authors (p. 277).
Observing the miseries of the lives of the common people,
Dostoevsky could not remain indifferent.

He craved change.

desire was referred to in several instances in the novel.

His
Numerous

references that he needed "fresh air" demonstrated such a desire.
In one instance, Dostoevsky (1975) emphatically declared through
Raskolnikov that everything must change:
It was about eight o'clock and the sun was going down. The heat
was still as oppressive as before, but he greedily breathed the
dusty, foul-smelling, contaminated air of the town. His head
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began to feel ever so slightly dizzy; a wild kind of energy
flared up in his sunken eyes and pallid wasted face. He did
not know, or stop to think, where he was going; he knew only
one thing: that he must finish with all this today, once and
for all, and at once; that otherwise he would not go back home,
because he would not live like this! What was he to do? Of
this he had no conception, and he refused to think about it.
He banished thought. Thought was a torment. He merely knew
instinctively that everything must be changed, one way or
another. "Somehow, no matter how," he repeated with desperate
obstinate self-reliance and resolution (p. 132).
Dostoevsky believed that every generation must develop new
ideals and a new world outlook.

In his memoirs he wrote, "There is

no such old theme about which something new could not be said"
(Dostoievsky 1949, p. 398).

To Dostoevsky, man should have ideals

and should act to realize them.

He wrote, "Without ideals, that is,

without even vaguely specified longings for the better, no good
reality can ever ensue" (Dostoievsky 1949, p. 239).
Desire for change, as Schul (1975) was convinced, stems from
an optimistic belief that man can improve himself and his environ
ment.
change.

Only those leaders who hold the potentiality of growth seek
Schul stated:

I feel certain that in order to be a strong leader, you need to
believe there is inherent value in human life; that mankind
struggles, not against, but essentially in harmony with the
universe. The best leaders have faith that human nature has a
great potentiality for growth. Only when leaders have such
faith do they possess the power to inspire others (p. 22).
The topic of change in relation to education has received
significant intellectual, philosophical, and research contributions.
Some important aspects of these contributions concern the following:
the role of education in producing change, education as the re
creation of existence, education as an agent of social change,
education as a means to adapt to a changing world, education as the
development of new futures, and education for change.

These topics
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reveal the importance of studies of change and education.
Reference to certain assertions of the preceding concepts
needs more clarifying.

For Dewey (1916), education was the funda

mental method of social progress and reform.

He viewed education

as a process which has the potential to create new patterns of
existence.

Mayer (1958) wrote, "The task of education is not merely

to reflect life, but to create new patterns of existence" (p. 20).
Bruner (1963), in studying social change in relation to education,
concluded:
I believe that education is the fundamental method of social
change. Even revolutions are no better than the ideas they
embody and the invented means for their application.
Change is swifter in our times than ever before in human
history and news of it is almost instantaneous. If we are to
be serious in the belief that school must be life itself and
not merely preparation for life, then school must reflect the
changes through which we are living (p. 49).
Short (1971), in describing the future of education in a
changing world, emphasized the futuristic approach when dealing
with educational questions.

He concluded that it was not possible

to keep away from a changing environment:
In some ways it is easier to prepare children for an unstable
society which they themselves can aspire to change. Every
new member coming into a group changes the group. Every child
from the moment of his first conscious relations with his
mother is making his impact on society. One child may grow up
to walk beside the "springs of Dove;" another to be a Napoleon,
a Luther or a Che' Guevara. But whether he lives his life in
rural obscurity or as a leader of men, he will leave his mark
on the group in which he lives by deviating from conformity.
There is unceasing change and renewal, sometimes ripples on the
surface, sometimes a tidal wave of revolution which sweeps all
before it (p. 9).
Maxcy (1978), in his study of educational philosophy for
the future, held that the only philosophy applicable to education
is the one which recognizes the demands of a changing world and
provides due provision.

Knezevich (1975) regarded the
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educators/administrators as the agents who should introduce change
and innovation in learning institutions.

He observed:

The essence of the problem is how to change teachers and admin
istrators who are accustomed to acting in a given way, how to
generate an attitude of creative interest and willingness to
alter fixed patterns or to adopt significantly different ones
(p. 109).
Morton and Morton (1974) studied the shortcomings of some
teachers in relation to a changing world.

They wrote of change

this way:
The point is that some teachers are afraid to change their plans
regardless of opportunities that present themselves unexpectedly,
just as they are afraid to change their methods of teaching
regardless of the improvements a change might bring. When it
comes to change, they are more concerned about what the change
will do to them than about what it will do for their students.
The administrator’s job, therefore, is to provide the
leadership that will move the staff toward planned change. He
should be a source of inspiration, but he must enroll others in
the decision-making process if the new program is to succeed
(p. 14).
Through reading Crime and Punishment it may be concluded
that Dostoevsky believed that a leader must have ideals.

Also,

courage and enthusiasm were needed to put those ideals into action.
A leader must have a desire for change for the better.

The findings

of this study encourage further discussion of the topic of the
desire for change in relation to theory and practice of educational
administration.

Creativity and Idea Develop
ment (Research Area Number 10)
Raskolnikov may have been out of money, out of school, out
of luck, but he was never out of ideas.

He always hoped for some

thing and assumed there was something he could do.

His desire to

help others was rooted in his belief that hope existed.

Notably, he

struggled to find a cure for those maladies that man may dismiss as
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being incurable.

This Dostoevskean idea may be interpreted as sug

gesting a leader should have hope and should produce ideas.

In this

regard, Dostoevsky's suggestions lend themselves well for further
scrutinizing in terms of educational leadership.
The philosopher Ortega y Gassett (1944) remarked that the
primary functions of educational institutions are to produce minds
that create and breed ideas.
human level without ideas.

He argued that man cannot live on the
He further asserted that these ideas

create culture, and culture preserves and ennobles the life of man.
Ortega y Gassett wrote:
Life is chaos, a tangled and confused jungle in which man is
lost. But his mind reacts against the sensation of bewilder
ment: he labors to find "roads," "ways," through the woods,
in the form of clear, firm ideas concerning the universe,
positive convictions about the nature of things. The ensemble
or system of these ideas is culture in the true sense of the
term: it is precisely the opposite of external ornament.
Culture is what saves human lives from being a mere disaster;
it is what enables man to live a life which is something above
meaningless tragedy or inward disgrace (p. 37).
Benezet (1974), in speaking of educational planning, asserted that
if a leader in the field of higher education loses his zest for
ideas, he is through as an educational leader.
According to Fox, Brainard, Carnie, Georgiades, Howard,
Kettering, Olivero, and Hamm (1971), the creation of an educational
climate fertile for creativity was a major task of educators/
administrators.

In their study of the characteristics of a positive

educational environment, they concluded that failure to produce a
positive educational climate would bring "closure" rather than
"openness" to learning institutions.

According to these writers,

the term "closure" described t)ie undesirable consequences of educa
tional stagnation.

They held that educational stagnation, "closure,"
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was primarily an outcome for those educators/administrators who
lacked adequate knowledge and ability for making changes and
introducing new ideas.
The failure to create an open educational institution
produces a vicious circle.

The educators/administrators who fail

to create a positive educational environment themselves become
the victims of their own mistakes.

The more they fail, the more

incapable they become; and the more incapable they become, the more
they fail.

The existence of such a vicious circle can be found in

several studies.
Gordon (1965) concluded that there was a positive relation
ship between leadership aspirations and leadership ability.

The

more a leader had ideas which inspired others, the more leadership
ability he obtained and vice versa.
It is significant to further study Dostoevsky's suggestions
concerning the need for a leader to have a creative mind.

For

Dostoevsky, a mind without ideas which may lead to an action not
based on theory was dangerous.

That explains why he endowed

Raskolnikov with a mind that produced fresh ideas, inspired changes,
and constructed theories.

It is a fact that Raskolnikov rebelled,

but Dostoevsky wanted to emphasize that Raskolnikov was not a
nihilist; he was a man who doubted, denied, and protested.
a man in the process of becoming.
He had ideals for which he fought.

He was

He was not without a cause either.
According to Dostoevsky, a man

who acts without ideals is a rebel without a cause, a nihilist.
For Dostoevsky, a nihilist was a blind force that destroyed both
individuals and society.

Based on this assumption, Dostoevsky

placed high regard on developing ideas and having a sound philosophy
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as a guide for action.
The importance of having ideas for leaders, according to
Kiser (1954), cannot be exaggerated.

Kiser commented:

When man has an idea, mission, or purpose which he cannot
accomplish alone, he seeks others to help him and these helpers
become his extensions.
Until man has an idea, mission or purpose to manifest or to
accomplish, he has no positive thoughts and he accomplished no
more than the animals do, for everything that man has accomplished
was first an idea in the mind of man (p. 44).
In conclusion, the need to give prominence to producing a
creative mind that constructs ideas in the training of educators/
administrators is clearly discernible.
theory is seen as dangerous.

Acting without ideas and

CHAPTER VIII

ACTION

Study and Involvement
(Research Area Number 11)
Raskolnikov, like Dostoevsky, was anthropocentric.
is to say, man was the center of his thinking.

That

Mankind excited

him, disgusted him, yet never ceased to fascinate him.

In his

studies and abstract thinking and in his daily life as well, he was
highly sensitive to peoples' behavior.
novel bear witness to this.

A number of parts of the

For example, once, on his way home,

Raskolnikov noticed a girl of sixteen who was aimlessly strolling
along the street.

The girl was being followed by a gentleman

(another Svidrigaylov) who intended to seduce her.
to be frightened, confused, and drunk.
to her aid.

The girl appeared

Raskolnikov readily comes

He stopped the evil-intentioned man, found a policeman,

and gave the policeman some money to find a cab to take the girl
home.
police.

His reaction and intervention confused both the man and the
This incident was a medium for Dostoevsky to portray

Raskolnikov's character, his tremendous compulsion to assist.
Dostoevsky wanted to emphasize that Raskolnikov was not a passive
critic of social injustices; he was a man of action, an analyzer,
and an activist:
"Poor girl!" he said, looking at the empty corner of the
bench. . . . "When she comes to herself there will be tears,
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and then her mother will get to know . . . First she will get
a thrashing, then she will be beaten with a whip, painfully
and shamefully, and perhaps she will even be driven out . . .
And even if she isn’t the Darya Franzovnas will get wind of her,
and she will be hunted this way and that . . . Then will come
the hospital (that's always the way with these girls when they
live with very respectable mothers and have to take their fun
on the sly), well, and then . . . and then the hospital again
. . . vodka . .
.dram-shops . . . the hospital once more . . .
a wreck in two
or three years, her life finished at no more than
eighteen or nineteen years old . . . Haven't I seen others
like her? And what became of them? That's what became of
them • . . Pah! Let it go! They say it must be so. Such and
such a percentage they say, must go every year . . . somewhere
or other . . . to the devil, I suppose, so that the rest may be
left in peace and quiet. A percentage! They have some capital
words: they are so soothing and scientific. Once you've said
"a percentage" there is no need to worry any more. If you used
a different word, why then perhaps . . . it might be disturbing
. . . And what
if Dunechka is included in the percentage? . . .
If not in one,then in another? . . ."
(Dostoevsky 1975, p. 43).
Raskolnikov is always concerned for man, and it is this concern that
sometimes gets out of proportion and causes him trouble.
he thinks about the two women he had encountered:
Sonya!

Notice how

"Lizaveta!

Poor, meek, gentle creatures, with meek eyes! . . . Why do

they not weep?

Why do they not groan?

They give up everything . . .

they look at you meekly and gently . . . Sonya, Sonya, gentle
Sonya! . . ." (Dostoevsky 1975, p. 234).
For Raskolnikov, as has been mentioned earlier, Sonya
represented all humanity.

It was by declaring love for Sonya that

he addressed humanity in general and those who were repressed and
oppressed in particular.

He showed his compassion for those who had

fallen and were unaided through her.
he bowed to suffering humanity.

By kissing the feet of Sonya

By equating his sister to Sonya,

he proved his humility and care for all helpless victims:
. . . He took her by the shoulders with both hands and looked
into her weeping face. His piercing eyes were dry and inflamed,
his lips twitched violently . . . With a sudden swift movement
he stooped, fell to the ground, and kissed her foot. Sonya
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started back in fear, as though he were mad. Indeed, he looked
quite mad.
"Why, why do you do that? To me!" she murmured, turning
white, and her heart contracted painfully.
He rose at once.
"I prostrated myself not before you, but before all human
suffering," he said wildly, and walked away to the window.
"Listen," he added, turning back to her after a minute; "not
long ago I told an offensive fellow that he was not worth your
little finger . . . and that I did my sister honour today,
seating her beside you" (Dostoevsky 1975, p. 272).
Through Raskolnikov, Dostoevsky reminds us how a true leader
focuses on man and life.

To Dostoevsky, people and their lives are

the major preoccupation of a leader.

A true leader must be philo

sophical and also humanistically interested in man.

If a leader

spends all of his time solving the mystery of man, Dostoevsky assures
he has not wasted his time.
The importance of studying people, to some extent, has been
felt by the student of educational administration.

For example,

Benezet (1974) concluded that the administrative leader in higher
education needs to spend most of his time studying the character
and potentiality of the people with whom he works.

He regards man-

mindedness as a significant character trait for an educational
leader.
According to the novel, Raskolnikov not only was a humanityminded individual, but he never failed to involve himself in human
problems and in social events.

His sudden loss of contact with

people and his withdrawal from the university were not the symptoms
of a passive and disengaged character, but they can be interpreted
as the brave intentions of an individual who did not want to be
absorbed by a culture that he felt was repressive and unjust.
Raskolnikov had his time of self-imposed solitude, hut he was never
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humanistically isolated.

By leaving the university he decided that

he had found himself in a more realistic environment.

By being

alone he attempted to preserve his individuality, ingenuity, and
uniqueness.

He remained aloof at certain times, of course, in order

not to be absorbed into the crowd and therefore lose his ideas and
ideals.

At other times, however, he could not help but be drawn

into people, especially the ordinary kind.

For instance,

Raskolnikov crossed the square. At the corner a dense crowd
was standing; they were all country people. He made his way
into the thick of them, looking at people's faces. He felt
somehow drawn to talk to everybody (Dostoevsky 1975, p. 133).
From this review, two major ideas may be drawn for further
discussion.

First, interest in humanity is a desirable trait for

the educator/administrator.

Second, it is not sufficient for

educators/administrators to be simply curious about man.
an engaged personality must accompany the study of man.

In practice,
The research

literature, insufficient as it is, may assist in further clarifying
these two ideas.
According to the findings of Lobb et al. (1974), a typical
situation facing the educator/administrator is the one where the
learning environment is fruitless, dull, and negative.

The causes

of this unfortunate situation are that the educator/administrator
overemphasizes the technicalities of tasks such as building
schedules, reacting to crises, manipulating budgets, etc., and
underemphasizes the humanistic dimensions of tasks.

Lobb et al.

advocated that in addition to the technical knowledge of the task,
an educator/administrator must be able to produce a humane environ
ment where people care.

The educators/administrators themselves

must set the example of humanistic behavior.

Lobb et al. suggested
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that a learning program for educational administrators must place
emphasis primarily on character building.
In conclusion, it should be emphasized that interest in
mankind and an involving personality should be given more attention.
It may be suggested that the training programs of educational
administration must balance themselves by the inclusion of some new
humanistic concepts.

It may be suggested that these programs should

in the end produce more humane and participative educators/administrators.

Integrity (Research Area
Number 12)
Raskolnikov never compromised with principles and that
conduct which he believed to be unjust.

One vivid example was the

rejection of his prospective brother-in-law, Luzhin.

Luzhin had

offered his all-out support of Raskolnikov if he would consent for
his sister Dunya to marry Luzhin.

Dunya, out of love for her

brother consented to the wedding.

She hoped that by marrying Luzhin

her brother would be assured of successfully finishing law school.
She also counted on Luzhin's promise that he would accept Raskolnikov
as a business partner, which would further ensure Raskolnikov's
success.

Raskolnikov's consent to this marriage would have been

enough to win for him, by conventional standards, a good life.
he said an emphatic and angry "no" to Luzhin.
against the marriage.
and Luzhin.

He warned Dunya

He knew there was no affection between Dunya

The reason Dunya accepted the proposal was because of

her desire to sacrifice herself for her family.
two choices:

But

Raskolnikov faced

(1) to compromise his values and accept the marriage

which would secure his future, or (2) to reject it and take the
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consequences.

Raskolnikov was not a compromiser.

The question of making a choice between good and evil is an
ancient moral, religious, and philosophical issue.
raised this question anew.

The question became a source of major

intellectual debate in the twentieth century.
for several literary works.
choice:

Dostoevsky

It became a theme

For Dostoevsky, there existed only one

If man wishes to preserve his dignity and worth, then he

does not compromise his integrity.

Raskolnikov did not compromise

and, indirectly, it was for this reason he was sent to Siberia.
Nevertheless, not compromising his values was the way to salvation.
For Dostoevsky, conformity at the cost of betrayal of basic
principles is a human disaster.
It should be noted, as Kneller (1958) did, that a major
aspect of education is its relentless demand from its subjects for
compromise.

Education is also a major process of socialization

which leads an individual to compromise and adjust the components of
a given social order.

As Meyer (1975) indicated, education is truly

a process of moral compromise which primarily serves for social
continuity.
To appreciate the significance of this issue for leadership
and education, a review of definitions concerning leadership andeducation may prove helpful.

Schul (1975) provided this definition

of leadership:
By way of defining leadership, we could say that it refers to
that process whereby an individual guides, directs, or influences
the thoughts, feelings, or behavior of other human beings.
Better still, we might add that good leadership helps others to
arrive at a better understanding of themselves, of others, of the
issues at hand, and to use this greater understanding to
accomplish whatever common goals brought the members of the group
together (p. 2).
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A comparison between the definition of leadership and that of
education reveals a significant similarity between the two terns.
According to Frankena (1965), the term education
. . . may mean the following:
1. What parents, teachers, and schools do, or in other
words, the activity of education of the young.
2. What goes on in the mind of the child, or the process
of being educated.
3. The result or what the child acquires or has in the
end, namely, "an education," or
4. The discipline of education, that is, the discipline
that studies (1), (2), and (3) (p. 2).
There are several similarities between the two definitions.
leadership and education concern two groups:

Both

(1) those who lead or

educate and (2) those who follow, or the pupils.

There also exists

an attempt from leaders or educators to influence the behavior of
followers or pupils.

Another similarity exists in the fact that

both leadership and education have as an intended outcome the
achievement of goals.
From the preceding definitions, the importance of philosophical
questions posited in the novel can be inferred.

Dostoevsky's thesis

has significant relevance to the contents of leadership and education.
In studying such relevance, the following questions would likely be
developed:
1.

What kinds of leaders or educators are ideal?

2.

How should leaders and educators stand in relation to

the philosophical question contained in Dostoevsky's thesis?
3.

How should the question be approached in relation to

followers or pupils?
4.

How and what will the followers or pupils learn from

exploring the question?
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As important as these questions seem to be, they have not received
adequate attention.

If one believes as Dewey (1916) did, that

education is a philosophy and philosophy is an education, then one
should give serious consideration to the philosophical question
posited in this section.
In regard to the preceding assertion, it would be
illuminating to review Dostoevsky's message in Crime and Punishment.
In the novel, Raskolnikov was portrayed as a man who has a penchant
for rebellion and a desire for self-determination.

He wanted to

assert himself in a society which denied his existence and demanded
total conformity and subjectivity.

He was a stranger in an environ

ment where he had played no part in either its existence or its
creation.

Raskolnikov's dilemma was similar to a stranger who is

lost and afraid in a world he never made.
A review of existentialism further clarifies Raskolnikov's
stance in relation to this philosophical issue.

As Kneller (1958)

indicated, the existentialist's view holds that a rebel who will not
conform has a healthier personality than an imposter who conforms
simply to win the prize; because in all probability, the true rebel
honestly insists on being his "authentic self."

This assertion may

be applied to Raskolnikov.
Finally, the urgent need to pay adequate attention to theories
and practices in educational leadership, especially those raised in
this section, cannot be overemphasized.

Both areas are of important

concern for those in the position of leading and administering in
educational systems.

135

I learn by going where I have to go.
Theodore Roethke

Action/Risk taking (Research
Area Number 13)
Raskolnikov had the courage to take action.
put his theory into practice.

He dared to

It was through an honest evaluation

of the outcomes of his actions that he learned the truth about
himself and his theories.

A comparison between Dostoevsky's

Raskolnikov and Shakespeare's Hamlet may further clarify Raskolni
kov's courage to act.
not hesitate to act.
to act.

Once he decided his theory was sound, he did
He could even be criticized for his quickness

On the contrary, Hamlet, although certain of the truth of

his thoughts, hesitated to act.

By trial and error, Raskolnikov

found his way and arrived at a promising beginning.
Raskolnikov not only saved himself but also greatly assisted
his sister, his friend, and Sonya.

Hamlet, on the other hand, was

unable to act even when he had all the necessary information which
formed a theoretical basis for action.
everyone— friends, foes, and himself.
a courage that prompted him to act.

Thus, Hamlet destroyed
Raskolnikov was gifted with

In the novel, one can find

admirable instances where he demonstrated that courage.

The follow

ing is an example of Raskolnikov's state of mind when he faced a
situation that required appropriate action:
. . . It was clear that now the time had come, not to
languish in passive suffering, arguing that his problems were
insoluble, but to act, to act at once and with speed. He must
decide on something or other, come what might, or . . .
"Or renounce life altogether!" he exclaimed suddenly, as if
inspired, "submit obediently, once for all, to destiny, as it
is, and stifle everything within oneself, renouncing every
right to act, to live, or to love!" (Dostoevsky 1975, p. 38).
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The courage to act, as a leadership quality, was discussed
by Kauss (1974) in his study of educational leadership in critical
situations.

Based on the criteria of courage to act, leaders were

divided into three categories:

(1) statesmen, (2) survivors, and

(3) what he humorously calls S.O.B.s (Sons of Business]).

Kauss

described the groups in this way:
Ideally, the leader of an educational organization or any other
enterprise is a true statesman. His integrity, loyalty,
character, and moral fiber are beyond reproach, and he is willing
to sacrifice personal ambition for the good of his constituents
or organization. In practice, his ideal often is difficult if
not impossible to attain. The leader's adversaries (union or
teacher association representatives, taxpayers' alliance,
militant students, or other pressure groups) at times consider
statesmanship a weakness rather than a strength. This is not
intended to imply that statesmanship has no value in our complex
society, but it must be blended with drive, enthusiasm, sensi
tivity, and plain courage. At the moment of truth the individual
who keeps his cool, the one who is credible and competitive,
stays on top. He does not necessarily have to appear markedly
aggressive, but a good offense is often the best defense,
especially if a statesman hopes to be a survivor.
Survivors are those who weather the storm and stay at the
helm. Not all statesmen are survivors and, unfortunately, many
survivors are not statesmen. The typical survivor is all too
familiar; the high school principal who is a mediocre scholar,
a weak personality, and a less than energetic worker— and a man
who has kept his job for more than twenty years. He has changed
little. He is never in the way of progress, but he is never in
the mainstream either. When a crisis occurs he dodges, deceives,
delays or denies. He has the ability to delegate blame. The
typical survivor is also protected by his limited ambition. He
will not take a leave for doctoral work because his temporary
replacement may perform so capably that the substitute might be
difficult to displace. Besides, since the survivor avoids all
situations in which he may be placed in the path of failure,
advanced study is out. In addition, his limited ambition
protects him because he is generally satisfied with a low profile
and is seldom considered a threat by his superior(s). Therefore,
he is usually assured of job security. Some of his subordinates
also appreciate his limited drive since he places fewer demands
on them.
Tactfully defined or otherwise, there is a type of leader
who steps on, over, and "through" people in his efforts to get
the job done. Some of them do so because of a belief that the
ends justify the means, others may be sadists, and some are just
plain mean and ruthless. Many S.O.B.s become survivors because
they are able to make a total commitment to a goal without
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becoming emotionally involved with people. Such a leader often
is described as insensitive but consistent— always tough. He
is the stereotype of the efficiency expert who can improve the
system by replacing people with machines. He can cut costs by
firing some people and assigning heavier work loads to others,
and he can then go home, relax, and sleep soundly (pp. 15-17).
The "courage to act" has been referred to by several
researchers in leadership.

Gibb (1974) emphasized that leadership

flourishes only in problem situations when the courage to act is
absolutely necessary.

According to Swetman (1929), the courage to

act was one of the important requirements for a leader.

He stated,

"What is so pitiful as a man who knows what to do, but lacks the
backbone to translate his knowledge into action" (p. 25).

Swetman,

in the language of parables, asserted that essentially one who dares
to act is the one who leads:
Little children are playing along the shore on a river.
Suddenly a two-year-old tot falls in and is rescued only after
great difficulty. Who is the leader? The person who knows
how to get the water out of her lungs and replace it with lifegiving air. It is the person who at some time has learned
"first aid" and has the courage to take charge, and it takes
courage when seconds may mean the life of that little child
(p. 25).
Eaton (1978) also emphasized the willingness to take risks
as a good leadership trait.

He believed this trait must be

accompanied by two other traits— self-knowledge and awareness of
others— when he wrote:
While I imagine that there is some of the possible and impossible
in all of us as leaders, a fundamental test of our capacity as
academic leaders rests on our self-knowledge, awareness of
others, and willingness to take risks. These qualities in turn
rest on our capacity for self-confrontation. The fate of our
institutions rests on our individual and unique capacities
(p. 10).
For Barnard (1946), initiative and courage to act are two
significant leadership qualities.

Barnard asserted that a true
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leader
. . . should recognize the need for action even when the
outcome cannot be foreseen; but also that he should be an
idealist and in the broadest sense pursue goals some of which
can only be attained in a succeeding generation of leaders
(p. 37).
Taylor (1962) described an ideal leader in this way:
He is courageous; he is secure and confident enough to share
responsibility, to delegate, and to take blame without buck
passing. He works with great intensity, concentration, and
adherence to purpose. He has the "guts" to originate, to
initiate— and see each job all the way through to completion
(p. 29).
Studying a variety of sources concerning leadership, Larson
(1929) attempted to sum up desirable leadership traits.

Interest

ingly, some of his ideals are similar to those traits that exist in
Raskolnikov's character.

Larson's list included:

good address

(the ability to impress others), vitality and forcefulness,
initiative, originality, hard work, richness of experience, courage
to act, willingness to assume responsibility, willingness to risk,
independence, enthusiasm, sincerity, loyalty, sympathy, and optimism.
Larson emphasized:

"Initiative is essential for real leadership.

It is defined as the readiness and ability to begin to think and
experiment" (p. 41).
There exists a need to consider the ideas of "courage to
act" and "willingness to risk" concerning the theory and practice
of educational leadership.

Dostoevsky's moral philosophy,

philosophy of education, and the researchers on leadership have all
placed these ideals in high regard.

The significance of these

traits for educators/administrators needs to be further studied.
Although the need has been shown, such undertakings have yet to be
pursued.
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Learning Through Suffering
(Research Area Number 14)
In every human’s life there are periods of suffering.
person also has experienced failure.

It is true that some

unfortunates suffer and fail more than others.
failure have not been distributed evenly.
of the drama of human life.

Every

Suffering and

They are the very essence

But should failure or suffering destroy

the whole experience of human life?

Dostoevsky's life and works

provided a vivid answer to this question.
As was reviewed in earlier chapters, Dostoevsky's life was
so full of suffering that one of his biographers compared him with
the prophet Job.

Without question, Dostoevsky was an authority on

suffering in human life.
and valuable.

His ideas in that respect were genuine

They were well portrayed in Crime and Punishment.

If

one says Crime and Punishment is the story of human suffering, he
has not greatly exaggerated.

Murthy (1971) explained it succinctly:

A more important feature of the novel is Dostoevsky's insight
into suffering. The uniqueness of Crime and Punishment, in
fact, lies in being more of suffering than of crime. Raskolni
kov in the very "hell of his self-torment" seems to be closer
to God than others are with their "drawing room self-complacency."
Sonia asks Raskolnikov to go to the cross-roads and confess to
the police and the public proclaiming that he is a murderer. He
is now crushed by a feeling of helplessness and desolation. But
when Sonia, who has sincere feelings for him, goads him again he
gets prepared for the terrible task. Everything within him
"grows soft and tears gush from his eyes. Now he goes to the
middle of the square, bows down to the earth and kisses the filthy
earth with joy and rapture. He gets up and bows down and more
people around him burst out laughing." He suffers more when in
Siberia. Even the prisoners shun him as an atheist. Suffering,
according to Dostoevsky, is absolutely necessary for Godconsciousness. Suffering is the final emancipator of the soul.
All real happiness of man is bought with suffering, says Dostoev
sky. Through suffering Raskolnikov gains transcendence. With
this once again he becomes capable of affection and love. In
the case of Svidrigailov, there is suffering consciousness and
therefore there is no awakening of love in him (pp. 110-111).
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Raskolnikov's suffering stemmed primarily from his concep
tion of an erroneous theory.
thought he was extraordinary.
idea:

Out of pride and youthfulness he
He was impressed by the Napoleonic

I am not as other men, the laws of morality and convention

cannot be applied to me.
In an article he published in a magazine, Raskolnikov
expanded his theory of an extraordinary man who has extraordinary
rights and freedom.

This article served as the medium through

which Raskolnikov revealed his theoretical position.

The prideful

self-concept and the crass materialistic components of his theory
lead him to commit a crime, which was followed by his great
sufferings.

But because Raskolnikov had good intentions and because

he was sincere and truthful, his sufferings brought him some new
experiences.
others.

His mind opened and he could better see himself and

For him, suffering proved to be educative.

In the novel,

Raskolnikov himself commented on his suffering thus:

"Suffering

and pain are always obligatory on those of wide intellect and
profound feeling.

Truly great men must, I think, experience great

sorrow on the earth," . . . (Dostoevsky 1975, p. 224).
The critics and commentators on leadership have considered
the question of human failure and suffering.

For example, Bogardus

(1934), in his analyses of the lives of great leaders, offered
this opinion:
A person who has not met serious suffering or defeat cannot
understand how any one can take defeat and seemingly not be
in the least disturbed. A leader of wide experience has
generally suffered a number of defeats so that "one more defeat"
is not upsetting but taken as a matter of course (p. 165).
Bogardus argued that failure and suffering may create a turning
point in human life:
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Sometimes a great sorrow is a turning point. Often life takes
on a new meaning and a person assumes new responsibilities and
develops in unexpected directions. . . . A defeat is often a
turning point. . . . Awakening and turning points bring a new
focus of attention, ranging from goals straight ahead to goals
at right angles. They represent a new channeling of emotional
urges and intellectual activities. They require particular
personal equipment. They halt and marshal attention in new
directions. They come unannounced; they may appear by accident.
They are tips from the goddess Opportunity (pp. 88-89).
The questions of failure and suffering, as commonly and
frequently as they occur in the lives of individuals, have not
received adequate attention by the students of leadership.

Learning

from failure and acquiring knowledge through suffering can be of
great value when applied to the tasks educators/administrators must
face.
The formation of an avenue of investigation concerning the
educative values of failure and suffering is strongly suggested.
The findings of this prospective area of study related to leadership
would undoubtedly assist educators/administrators both in theory
and practice.

CHAPTER IX

SUMMARY AND CONCLUSION

The present study is divided into nine chapters.

In the

introduction, the term educator/administrator, which has been used
repeatedly, was defined.

The term, as used in this study, denotes

those individuals engaged in teaching, administering, and leading in
a learning institution.

Although the three professions can be

separated from each other, they have proven to be highly related.

The

findings of the present study were deemed to be beneficial for all
three areas of education covered by the term educator/administrator.
In the introduction, the problem was stated and its importance
was supported; the aims of the study were reviewed; and the study
design and the three categories of research were stated.
The study method, limitation, and delimitation were described.
In chapter 2, the statement of the problem was further
developed.

It was shown that the educator's/administrator's training

has been mainly based on the knowledge of two disciplines— education
and leadership.

It was specified that the disciplines of education

and leadership are vast and expanding.

Both disciplines have drawn

greatly on the findings of other behavioral sciences.

Reviewing the

scope of the discipline of humanistic educational leadership, it was
judged to suffer from inadequate philosophical insights and underpin
nings.

It was determined that inadequate attention is paid to
142
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knowledge of humanity, philosophy, ethics, and religion among the
curricula for training of educators/administrators which can cause
serious problems.

As Benezet (1963) maintained, one reflection of

such shortcomings is the reducing of educational institutions to
training centers of various trades and professions.

Benezet (1963)

complained that our trouble is that we have allowed the college
effort to serve immediate, more specialized objectives in turning
out graduates to be professionally marketable and socially
acceptable.
In the present study, the views were combined with that of
Mayer (1958), who held that in order to have better educational
institutions there should be better educational leaders.

Of course,

for Mayer, an educator is a leader with a profound mission.
Chapter 2 reviews the boundaries of a variety of disciplines
contributing to the knowledge needed for the task of educators/
administrators.

According to Law (1961), the educator/administrator

as a leader
. . . must also have a genuine interest in, and a real knowledge
of, humanity— which will always be the raw material of his trade.
He must understand that bottled-up in men are great emotional
forces and these must have an outlet in a way which is positive
and constructive, and which will warm their hearts and excite
their imagination. If this can be done, and the forces can be
harnessed and directed towards a common purpose, the greatest
achievements become possible. But if the approach to this human
problem is cold and impersonal, little can be achieved. Here is
the basic lesson of leadership (p. 18).
Chapter 2 concludes that such knowledge may be provided from a
variety of sources, among which Dostoevsky's Crime and Punishment
was suggested.

In chapter 3, the need of the discipline for

philosophical and theoretical insights was illustrated.
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In chapter 4, the life of the author— Feodor Dostoevsky—
was reviewed.

His profound knowledge of man and life was not only

the product of superb intelligence but of his various readings and
extraordinary life experiences.

Ortega y Gassett (cited in Dostoev

sky 1975) maintained that Dostoevsky, by virtue of his genius, has
escaped the general shipwreck of nineteenth century life and has
forcefully entered the twentieth century.

Ortega y Gassett wrote:

"While other great names are setting, carried down into oblivion by
the mysterious revolution of the time, that of Dostoevsky has
established itself firmly in the zenith" (p. 505).

Harkins (1959),

in comparing Dostoevsky with major modern writers, concluded:
"Dostoevsky was in fact the creator of the modern psychological
novel, and it is perhaps no exaggeration to say that he has been the
strongest single influence on the twentieth-century novel" (p. 75).
Dostoevsky's enormous interest in man led him to become
greatly concerned with the problems of education.

He had posited

many educational questions in his literary works, among which Crime
and Punishment is a paramount example.

This novel has proven to

contain a wealth of philosophical insights concerning education and
leadership problems.
In the fifth chapter, the novel was analyzed; the important
ideas and the characters were reviewed; and the depth and width of
the novel's significance were pointed out.

From scrutinizing the

novel, several research areas deemed to be of great importance
for development in relation to the theory and practice of the
profession of educators/administrators were developed.
In part 2 of the study, fourteen areas of study were
individually discussed and analyzed.

The main categories under
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which the areas of study were examined were philosophy, character,
and action, respectively.

Faith in Man (Research Area
Number 1)
Dostoevsky had an optimistically dynamic philosophy of man
which maintained that man was able to better himself and his life
and redeem his salvation.

Nuttall (1978) referred to Dostoevsky as

one of the forerunners of existentialist philosophy on the basis of
one of the major Dostoevskean tenets expressed in Crime and Punishment
in which he implied man's ability to make choices and thereby direct
himself and his life.

Man can err and through realization of his

error can find the truth.
life.

Then he can uplift himself and redeem his

As can be deduced from the novel, man has the potential to

develop.

Man is able to move from the abyss and make order out of

chaos.
This was the case for Raskolnikov, a man that salvaged his
life from a disorganized and chaotic state of mind and behavior to
an orderly and harmonic one.

The philosophy that maintains that man

is developing, has capabilities for growth, can obtain happiness,
and can attain salvation posits a significant question for future
studies concerned with the theory and practice of education and
leadership.

Thus, it appears that the educator/administrator should

hold a philosophical perspective which believes in the capacity of
human beings to improve, to be able to err and correct their errors,
and to move toward goals that are in their own best interest and the
best interest of their institutions and society.
A limitation that this characteristic holds for the
educator/leader is the feeling that one's work is never done, that
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closure is not possible.

Another difficulty with the trait of faith

in man might be the notion that man has unending potential for making
many, many errors and leaders must judge whether it is worthwhile to
invest time and effort into subordinates who make mistakes over and
over.
Should a leader hold to the principle that maintains man is
developing and has the capacity for growth, then this theory can be
translated into action by trusting subordinates.

In general,

however, a humanistic leadership style would include allowing people
the opportunity to make mistakes without punitive implications.

If

followers did not operate in the context of fear of recriminations
for their errors, then it may be that creativity, responsibility,
and a sense of ownership, pride, and self-confidence could emerge.
In education this would mean that all people in the organization
would learn, grow, and develop, not just those in the leadership
position.

Acceptance of Social
Salvation (Research
Area Number 2)
In many of his novels and writings, Dostoevsky indicated the
futile attempts of those who, amidst others' unhappiness, want only
their own happiness.

Crime and Punishment vividly portrays how

difficult it is for an individual to salvage his life without the
aid of others.

No man can assure happiness for himself while living

among unhappy people.

Dostoevsky expressed how salvation has a

social meaning; he maintains either all should be saved or none can
be saved.
wrote:

Of Dostoevsky, Albert Camus (cited in Sajkovic 1962)
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. . . As I lived through the cruel drama of my epoch I began to
love in Dostoevsky one who has lived and expressed most pro
foundly our historical destiny. For me, Dostoevsky is first of
all a writer who, long before Nietzsche, knew how to discern
modern nihilism, to define it and predict its monstrous conse
quences and to try to indicate the road to salvation. . . .
The man who wrote that "the problems of God and immortality
are the same as of socialism but from a different angle" knew
that hereafter our civilization will demand salvation for all or
for none. . . . Dostoevsky's greatness, however, will not cease
growing, because our world will die unless it admits that he is
right (p. 14).
Dostoevsky's doctrine of salvation may be interpreted in the
following model.

If there were three people— x, y, and z— in a given

society where x, y, and z each attended their own selfish interests
and each follow, as studiously and meticulously as possible, their
own happiness and salvation, they would not be likely to find it.
But if x endeavored to make y and z happy, and y strived to make x
and z happy, and z strived to make x and y happy, then there would
likely be a group of happy individuals and a saved society.
Love and care for others— a philosophy which Dostoevsky
tenaciously clung to— has been pointed to as a social philosophy of
the great leaders.

Law (1961), in studying Abraham Lincoln, indicated

how Lincoln pursued his happiness through giving service to others.
Law stated:
I think the basic factor in his greatness was that he loved the
common man, the man in the street, the people, and dedicated
himself to their service. He wanted nothing for himself, neither
riches nor honours; he was utterly selfless and he didn't even
try to build himself up in the eyes of the people in order to be
able to lead the North successfully (p. 80).
Salvation for all, or finding happiness by making other
people happy, is a philosophy which has great implications for those
involved in leading others.

Social salvation and group dedication

have seldom been paid attention to by those engaged in the theory or
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practice of leadership; and yet, the pursuit of happiness is a goal
which humans have strived to achieve for centuries.

Unless a group

has a collective sense of happiness, it may not discover and reach
its own potential because efforts will be dissipated upon individual
achievement.
The limitations of this concept include the idea that it may
not be realistic or practical to expect group salvation or happiness
a great deal of the time.

In fact, there may be occasions when it

might be beneficial to the organization to have only some of its
members singled out for success or happiness in order to motivate
others to achieve and strive toward higher goals.
However, generally speaking, it is the belief of this writer
that the pursuit of happiness for the good of the group has more
advantages than disadvantages.

A major drawback in the achievement

of this goal is that it would take extraordinary efforts on the
part of many involved persons.

Educators/administrators seem to be

in a position to promote this belief, but they will also need to
show its value.
Thus, it appears that educators/administrators should have a
philosophical outlook which includes the idea that love, care, and
happiness must be provided to all people within an institution and
not to just a few.

This perspective could be translated into action

by providing training to and modeling the behaviors for administrators
to show compassion, personal concern, and empathy toward all sub
ordinates and/or students in an institution.
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Rejection of Materialism
(Research Area Number 3)
In a sense, Crime and Punishment is a literary verdict against
the philosophy of materialism and nihilism.

As Pachmuss (1963)

stated:
A main concern in Dostoevsky's fiction is the moral decay of the
individual which springs from the neglect of his spiritual being.
The dominance of man's animal nature, Dostoevsky warns, invariably
leads to the debasement of the divine image within man and to his
pollution as a spiritual entity (p. 61).
In the nineteenth century, Dostoevsky attempted to offset the
influences of the materialistic ideologies upon the Russian mind—
especially the younger generation.

He advised many young Russians on

educational issues in which he espoused his rejection of materialism
and nihilism.

When he discussed the objective of education, he warned

them against regarding education as a process of learning certain
information or skills alone.
Dostoevsky ascribed more important functions to education.

He

maintained education was the content of a mission by which materialism
and nihilism were warded off and the human mind and life redeemed.
As Sajkovic (1962) reviewed the implications of Dostoevsky's thought
for a philosophy of education, she found:
Dostoevsky held that the essence of education, or rather the center
of educational process, lay in the nature of moral character. He
maintained that the real question in genuine education for man is
whether there is goodness, humaneness, magnanimity of soul. Real
education is enlightenment of the human spirit, not "trades"
techniques, mathematics (p. 191).
Such education produces persons who, according to
Dostoevsky, never bow before material temptation.

For Dostoevsky,

the difference between the concept of education and salvation was
exceedingly narrow.

Raskolnikov, in rebellion against a materialistic
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society, committed a murder.
materialistic.

Ironically, his theory was also

When he discovered that his theory was a materialis

tic one, it was too late.

Yet by accepting the punishment for his

crime and admitting his error and confessing to the fallacies of
his theory, he was able to salvage his life.
Education for Raskolnikov began only when his consciousness
and awareness process grew, when he could see beyond matter and
materialistic ideologies.

From The Diary of a Writer (Dostoievsky

1949) and Dostoevsky's novels, especially Crime and Punishment, the
following educator/administrator philosophies concerning education may
be summarized:
1.

Man is not an object, and education does not deal with

an object
2.

Education is not the process of transmitting certain

information and skills from transmitter (teacher) to receiver (pupils)
3.

Education must create humane characters.

Education is

moral philosophy
4.

Education is an approach of man to God

Such assertions were found to be of central importance for further study
in relation to the functions of the educator/administrator.
The preceding philosophic belief statements could be translated
into action by having educators/administrators model humane behavior
based on moral precepts as well as learning as a life-long process
thus demonstrating that education is not just a process of acquiring
narrow, specific skills needed for a trade or a job.
It is important for leaders to recognize that there are
indispensable needs for every human being which cannot be ignored.
These needs, such as safety, hope, affection, and so forth, should

151
be acknowledged and fulfilled; they are not materialistic in their
outlook, but instead are humanistic, that is, human in their
orientation.
The primary limitation for a leader who believes in rejection
of materialism is that it might reduce a fundamental tension in some
individuals between motivation for success and achievement of goals.
Through acquiring materialistic items, it becomes easier to identify
"success" and "achievement" than when safety, hope, or affection
are "acquired."

Rejection of Manipulation
(Research Area Number 4)
Raskolnikov, through analysis of ideas, events, and people,
found himself, his family, and Sonya the victims of outside evil
repressive forces against which he rebelled.

Two men, Luzhin and

Svidrigaylov, were symbolic of the manipulation and exploitation of
a corrupt system which he set out to fight.

Manipulation was found

to be a serious obstacle to self-improvement and self-reliance.
Perkinson (1971) regarded manipulation as a force dangerous
to students' self-improvement when he discussed the effects of
teacher manipulation.

He concluded that the act of manipulation in

classrooms created people who are not critical.

Perkinson wrote:

Those so educated, tend not to criticize authorities; so they
cannot contribute to the improvement of their social, political,
and economic institutions. If the attempted manipulations fails
and breeds resistance, then those so educated fail to become
self-critical: they cannot improve themselves (p. 54).
It was also found that the subjects of manipulation may face serious
troubles in becoming self-reliant.

Peters (1967), in dealing with

such an argument, arrived at this conclusion:
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When it is said that a man who brainwashes others, or who
settles their lives for them without consulting them shows lack
of "respect for persons," the implication is that he does not
treat others seriously as agents or as determiners of their own
destiny, and that he disregards their feelings and view of the
world. He either refuses to let them be in a situation where
their intentions, decisions, appraisals, and choices can operate
effectively, or he purposely interferes with or nullifies their
capacity for self-direction (p. 132).
The present study includes information about how necessary it is to
posit such philosophical questions in relation to the professional
obligations of the educators/administrators.
The implication of the novel on the issue of manipulation was
that educators/administrators should not only avoid controlling
others for personal advantage but must also strongly oppose it.

From

the educator's/administrator's standpoint, no form of manipulation
should be accepted, especially if it is intended to serve only
personal gains.
Those who are in leadership positions and who are manipu
lative may create only dependent subordinates, not independent ones.
Externally controlled individuals may face fear, frustration, and
unhappiness if they have not been held accountable for their own
decisions and actions.

The message to educators is to avoid

manipulation of any subordinate.

Happiness can be achieved if an

individual has self-direction and self-regulation, but this may not
become a truly learned behavior if a person is continually manipulated
to form a particular outlook or opinion.
Certain kinds of situations may invite or almost inherently
involve manipulation.

Therefore, the problem arises regarding

whether there is any form of useful or constructive manipulation.
A total avoidance of any manipulative behaviors may be seen as a
limitation by some leaders.

In general, however, manipulation should
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be rejected on the grounds that it may produce feelings of psycho
logical inferiority and human degradation.

Altruism (Research Area
Number 5)
Dostoevsky was deeply influenced by the meaning of Christian
altruism.

His noble heroes, to the point which negate their own

interests, were ready to give service to others.

To Dostoevsky,

humanity started with the willingness of an individual to sacrifice
himself for others.
Altruism was a recurring idea in Crime and Punishment. Not
only Raskolnikov, but Dunya and Sonya revealed their willingness to
forsake their life for the sake of others.
not uncommon to give help to strangers.

For Raskolnikov, it was

Raskolnikov's compassion

and help were particularly aimed at those downtrodden who suffered
silently.

A sincere desire to help others has been referred to as a

highly desirable leadership trait and a moral philosophy of great
leaders (Law 1961).

For educational leadership, such a moral concept

has yet to develop.
Altruism includes, to a great extent, the concept of selfdenial.

Self-denial may not always be a clear-cut decision since

drawing the line between having a healthy self-interest and promoting
the interests of others is a difficult balance to maintain.

A

secondary issue and perhaps a limitation of this leadership concept
is whether altruism can be learned or acquired by an adult in a
leadership role if it is not already a part of the individual's
character.
Thus, it is essential that educators/administrators should
possess not only a desire to help others but also the recognition and
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the ability to discern the needs of the needy.

In providing such

assistance, educators/administrators should exercise fair judgment;
that is to say, they should have the ability to distinguish and
prioritize these needs so decisions can be made about where, when,
and to whom assistance should go first.

Without such a recognition

and the ability to discern the needs of others followed by appropri
ate behavior, the consequences might be that subordinates would feel
resentment and frustration.

Many researchers have reported that when

both the needs of the individual and the organization are met, then
all operations move forward more smoothly.

Self-analysis (Research
Area Number 6)
Raskolnikov was an introspective person.

He had frequent

periods of self-analysis where he wanted to discover himself.

By

citing many of Dostoevsky's examples, the writer emphasized the
importance of self-analysis for discovery and knowledge.

Raskolnikov

was unable to see the truth about himself and others and therefore
change unless he himself had discovered the error of his thought and
behavior.

Raskolnikov transformed himself through such self-discovery.

Dostoevsky never failed to appreciate the Socratic motto, "Know thyself."
The concept of self-analysis for educators/administrators was
found to be of great significance.

Without such self-analysis, the

individual is subject to accepting the analysis of others, virtually
unconditionally; thus also subject to accepting the conclusions of
others about such things as how one should act, think, or feel.

This

seems an untenable position for anyone in a leadership role; such a
position seems to contradict the meaning of leadership.

On the other

hand, self-analysis, as an individually induced process, can help
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bring about thoughtful actions based on one's values, beliefs, and
understandings.

Self-analysis is suggested as the process in which

one's strengths and weaknesses of character may be found and the
growth of personality enhanced.
A difficulty or limitation to self-analysis may be that
some people who believe, or at least want to believe, that they are
engaged in self-analysis are caught up in self-delusion.

Such

persons probably are not being honest with themselves or they are
operating from poor or incorrect self-perceptions.

In instances of

this kind, the individual may do more harm than good because they are
proceeding from what they believe to be a reflective position, thus
they judge their behavior to be correct.
mistake when he committed the crime.

Raskolnikov made such a

To avoid or minimize this

limitation, leaders must reflect carefully to determine if they are
being internally honest and if their self-perceptions are accurate.
Self-analysis seems a necessary step to self-discovery
which leads to growth, maturity, and change.

The process of self-

reflection is a critical and special process and may require careful
training and a great deal of commitment in order to truly achieve
such reflection with a high degree of skill.

For educators/adminis-

trators, self-analysis should increase problem-solving ability.
Moreover, the educator/administrator is in critical need of selfknowledge for his own personality growth, not only to determine the
strength and weakness of his own character, but to adopt his own
values and to set forth accordingly a relevant pattern of adminis
trative behavior.
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Analytic Mind (Research
Area Number 7)
Raskolnikov was found to have an analytical mind.
very receptive to ideas and events.
fully.

He was

He watched and listened care

As he walked through Saint Petersburg's streets, he observed

people, listened to them, and tried to analyze them.
people, their ideas, and problems.

He cared about

He was a sensitive and sympathetic

observer and listener with an analytical mind.

These were qualities

of prime significance to Dostoevsky.
To have an analytical mind is generally regarded as a highly
desirable trait.
limitations.

This characteristic may, however, present certain

The analytically minded individual typically operates

within the bounds of moderation and by necessity maintains a certain
amount of skepticism.

On the other hand, to be excessively skeptical

about every matter would create confusion and doubt.

This condition

would, most likely, produce less positive results and could eventually
lead to chaos.

It is important to note that skepticism should not

become such an obsession that the individual loses his/her idealistic
and enthusiastic perspective.
The conclusion that may be drawn is that a good educator/
administrator is also a good listener, a careful observer, and an
effective analyzer.

Therefore, the emphasis is placed on the devel

opment of these skills for educators/administrators.

Accordingly,

sensitivity, receptivity, and keen perception of what is heard, seen,
and studied become significant qualities found in effective educators/
administrators.

Without good analysis, that is, analysis achieved

on the basis of good data which has been gathered through careful
and appropriate listening and observation techniques, the
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educator/leader may draw inappropriate conclusions.
It has been ascertained that having a receptive and analyti
cal mind is a highly desirable leadership quality.

The further study

of such character traits in relation to the theory and practice of
educational leadership and administration was highly regarded.

Education and Compassion
(Research Area Number 8)
Education and compassion must exist simultaneously if, as
implied by Dostoevsky, one wants to lead.

These were the leadership

qualities which Imam Ali Abutaleb (1979) recommended to one of the
commanders-in-chief of the Imam's armies.

A leader should be "a

source of comfort, love and respect" (p. 19) to his followers.
For educators/administrators, the combination of these two
qualities is of great significance and should be appreciated.

How

ever, it is possible that an individual might exhibit overwhelming
compassionate tendencies toward others and thus create an unhealthy
dependency upon the compassionate person.

Compassion given alone

and given to excess may create adverse effects.

Therefore, an

intelligent blend of compassion and learning becomes extremely
important.

The ideal educator/administrator should possess, in

addition to the area of specialty (for example, physics, mathematics)
and certain administrative skills, the indispensible characteristic
identified as compassion.
It is therefore concluded that an ideal leader is one who
responds actively to the true needs of his society and fellow indi
viduals.

Moreover, in order to discern the needs of an individual

or society and respond to them, a leader must be both scholarly and
empathic.

Without the tools of the scholar and the ability to be
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empathic, the educator/leader may be lacking in two key and
essential areas of leadership.

It has been asserted that compas

sion and education for educators/leaders are mutually interrelated
and the effectiveness of one is highly dependent on the existence
of the other.

Change and Hope for the
Future (Research Area
Number 9)
Dostoevsky portrayed Raskolnikov as a young intellectual who
was unsatisfied with the status quo.

As his awareness enlarged, he

became more bitter about the corrupt and repressive nature of the
social order.

He set out to change the social order.

Through the

novel Crime and Punishment, Dostoevsky sided with those who wanted
to change the social order and eliminate the misery of people.

Yet

Dostoevsky warned against nihilism— an idea which he rejected.
Change was not to be undertaken for the sake of change; it was an
approach a leader would take in order to realize his ideals.
was a means for the realization of worthwhile ideals.

Change

The question

of change has been a central question in leadership and education
studies.
A word of caution about change is in order.
sake of change is dangerous and absurd.

Change for the

Unsystematic and under

developed plans of action regarding change are also likely to be
disruptive and potentially destructive.

People resist change for

many reasons, but planned and systematic approaches to change may
stimulate more support and appreciation for the proposed change.
When change activity is well conceived and well planned, it is not
likely to be destructive.
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Change and hope for the future must also be based upon
realism and not on romanticism.

It is just as misleading and

damaging, perhaps, to be overoptimistic as it is to be overpessimistic.
In the present study, it is emphasized that educational
institutions are greatly concerned with the concept of change, both
material and nonmaterial.

Educational institutions not only inspire

change but they become the subjects of it.

So the educators/

administrators, in relation to the question of change, have a dual
responsibility.

First, they must introduce change in their environ

ment; second, they must take proper measures to adapt themselves
and the people in their institutions to the changes.
A primary emphasis in this study is the process of change
and the belief that there are always better ways human beings can
do things; an optimistic belief should exist so that man can improve
himself and his environment.

Moreover, it has been pointed out that

educators/administrators must recognize that accelerating change is
taking place in the content of education as well as in educational
institutions themselves.

The educators/administrators must not only

have a desire and an understanding of change processes but must also
have the enthusiasm, courage, and hope for the future to put changes
into action.

Creativity and Idea Develop
ment (Research Area Number 10)
Raskolnikov's mind produced ideas, solutions, and hopes.

He

may have been destitute, ill, and enraged; but he always had hopes
and ideas.

He flourished with new ideas to solve problems.

Dostoev

sky believed when a man's mind stopped producing new ideas and
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solutions, hope was lost and one would become a pessimist which in
turn might lead to being a nihilist.
There are several studies of leadership and education which
suggested that the mind's ability to produce new ideas and solutions
was an essential quality for leaders and educators.

When new ideas

are produced, they should be based on a sound rationale as a guide
for action.

It was emphasized that action must be based upon ideas

and ideas based upon theory.
A constraining aspect of creativity is that if it goes
beyond logic, it may become a doubtful process.

An individual can

claim to be creative when, in fact, he/she may be nothing more than
whimsical.

Creativity and idea development can be fruitful if they

are guided by logic and intelligent calculation.

Without creativity

and the development of new perspectives, individuals and organiza
tions tend to become stagnant and perhaps become slower to solve
problems and to create new applications or solutions.
Education theorists have pointed out that educators/administratros must create an open and democratic educational institution
where thoughts and ideas are freely challenged and exchanged.
Moreover, it has been suggested that a significant function of
educational institutions is to produce minds that stimulate creativity
and breed new ideas.

Study and Involvement
(Research Area Number 11)
Raskolnikov had an involving personality.
with people, ideas, and events.

He was concerned

In Crime and Punishment, there were

several instances through which Dostoevsky expressed how Raskolnikov
related to people, how when he passed through the street and found
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someone in need of help he would manage to give aid.
man's life and he engaged in man's affairs.

He cared about

He never was neutral.

It was this aspect of Raskolnikov's behavior which raised him to
the status of an existentialist hero.

For out of respect for humans,

he went into the social arena and selflessly engaged in human affairs
Social and human engagement, two prominent topics addressed in
Dostoevsky's novel, are two appropriate areas of study for educators/
administrators.
From the preceding analysis and elsewhere in this study, it
has been suggested that a leader should focus involvement and study
on man and life.

This must be a preoccupation for a leader.

Further

more, a true leader must be philosophically and humanistically
interested in man.
Concern and involvement with human problems are positive
qualities.

They may, however, present a special problem when they

are rendered beyond moderation.

The problem that may arise is that

excessive involvement may infringe upon the privacy of others which
should be recognized and respected.

This is truly the crucial issue

of individualism versus collectivism as well as the issue of public
issues versus private life.

Again, the key concept for the leader

is to maintain a creative balance among various conflicting elements
found in a given situation.
The leader in an educational institution needs to spend much
of his time studying the character and the potentiality of the
people with whom he/she works.
problems and social events.

This requires involvement in human

Educators/administrators must be able

to produce a human environment where people are involved in positive
ways.

Finally, it is strongly recommended that programs of
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educational administration in relation to study and involvement
balance themselves by including humanistic concepts.

Integrity (Research
Area Number 12)
Dostoevsky argued against those individuals who adhered to
an evil cause and against compromise with a vicious force only for
self-survival.

He put Raskolnikov in a situation where he was

forced to make a choice between adherence to an evil cause and
secure his physical well-being or to reject evil and suffer poverty
and continued financial uncertainty.
Raskolnikov had a choice to compromise his values through
a business-like marriage of his sister to the wealthy Luzhin or
reject Luzhin's offer and face the suffering of a hard life.

He

chose not to compromise with the manipulative Luzhin.
The vicious compromiser has been attacked by many thinkers
of our time; for example, Hesse (1974), concerning those who betray
human virtues for tangible gains, expressed his disgust in this
manner:
Anyone who shrinks the labors, sacrifices, and dangers that
people must undergo is a coward. But no less a coward and
traitor is the man who betrays the principles of thought to
material interests, who, for example, is willing to let the
holder of power decide how much is two times two. To sacrifice
intellectual integrity, love of truth, the laws and methods of
thought to any other interest, even that of the fatherland, is
treason (p. 5).
The issue of virtuous sufferer versus vicious compromiser
also has implications for educators/administrators.

What can be

concluded here is that professional ethics as well as private
morality of the educators/administrators should not be jeopardized
by self-serving interests.

If the integrity of people and
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institutions is sacrificed for personal gains, then the dignity of
the person and worth of the institution are both severely harmed.
Thus, should the integrity or the reputation of the person or
institution be damaged, then faith in people and institutions may
fail.
Proper attention must be paid to the issue of integrity and
compromise because it is at best foolish and at worst destructive
to be intransigent in all situations.

Clearly, a leader would not

lead very long or very well if he/she surrenders on every issue of
substance or stubbornly refuses to give in on some issues.

Com

promise, if it is based on well-defined principles and agreed-upon
terms, is a highly commendable process.

Because compromise exists

as a part of the decision-making process, then educators/leaders
need to use it as another device in their repertoire of administra
tive skills.

However, this is not to suggest that a leader should

give in on matters of principle.

Compromise, as it is used here,

means that parties in conflict or with genuinely held differences
work for an accommodation which both can feel good about, that is,
a win/win situation.
When an individual acts with integrity regarding one's ideas
and ideals, he/she might behave as did Raskolnikov when he came to
the realization of truth.

For him, acting with integrity caused a

significant transition in his life.
The issue of virtuous sufferer versus vicious compromiser
has not been fully studied in the area of education and leadership.
In the present study, the emphasis is placed on the need and
significance of such a question in relation to the theory and
practice of educational leadership.

It is suggested that the issue
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of "compromise" for survival purposes, as was stated earlier, might
be further studied in relation to the tasks of educators/administrators.

Action/Risk Taking (Research
Area Number 13)
There are several situations in the novel in which Dostoevsky
emphasized Raskolnikov’s "willingness to risk" and "courage to act."
Raskolnikov was not an armchair intellectual.

Dostoevsky highly

praised those individuals who were brave enough to act for the
realization of their ideals.

Of course, Dostoevsky emphasized the

worthiness of ideals— for him, Christian ideals.

Pachmuss (1963)

wrote that Dostoevsky admired those who were willing to risk, act,
and face the consequences.

On the other hand, he described the

emotion of shame as a force that stops an individual from taking
action.

As Pachmuss stated, Dostoevsky vividly portrayed how the

emotion of shame deteriorated an individual's character:
Dostoevsky considers the emotion of shame to be a factor which
distorts man's nature and which may even lead to his corruption.
Dostoevsky's egocentric characters, impelled by burning shame,
become absorbed in their own selves to the exclusion of every
thing else. This absorption, in turn, heightens their isolation,
and this results in still greater depression. And so the process
continues until finally they are convinced of the futility of
life (p. 92).
An instance in which Dostoevsky admired those who take
action was when, in The Diary of a Writer (Dostoievsky 1949), he
described happiness.

He asserted that happiness was the acting of

an individual to find happiness:

"Happiness is not happiness but

in its pursuit" (p. 270).
Raskolnikov finds himself through his action.

He risks,

acts, and through action, he finds new meaning and direction in his
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life.

He proves that man is but what he acts.

The adage, actions

speak louder than words, seems to apply to Raskolnikov.
There are some limitations that are involved with action
and risk taking.

For example, action without reviewing all alterna

tives and all relevant data is something to be avoided.

Unplanned

and unsystematic acting and reacting as a management plan will
probably lead to only randomly appropriate decisions.

Action, in

order to be qualified, must be supported by previous knowledge and
related to previous actions.
Another limitation regarding this area of study occurs when
an individual takes inappropriate or untimely risks.

Leaders

should risk when it is calculated, prudent, and justifiable.

This

is not to say that actions and risk taking can always be carried
out in calm, indifferent ways.

These limitations do serve as a

caveat to individuals who find themselves taking risks and acting
upon the risks taken.
Although cautions are in order, it is noteworthy to mention
that unless people risk, unless people are willing to act at "the
cutting edge" for society, then change would not be possible.

Few

people would go far or succeed well in life without taking some
risks.

Moreover, an idea
would remain as such unless the idea
»

could be put into action.

The ability and courage to act even when

important matters are at stake are what distinguishes a leader from
others are traits which must be cultivated by educators/administra
tors.
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Learning Through Suffering
(Research Area Number 14)
In his life Dostoevsky underwent periods of severe suffer
ing; yet similar to his hero of Crime and Punishment, Raskolnikov,
he did not become a pessimist.

As portrayed in the novel, for

Raskolnikov suffering was education; he learned from it.
character grew more compassionate and understanding.

His

After

realizing the error of his theory and the evil of his conduct,
Raskolnikov confessed and accepted the punishment.

From such

experiences his real education developed.
As Sajkovic (1962) indicated, Dostoevsky never ceased to
praise the noble fruitfulness of suffering for a humane cause.
She wrote:

"Ideals are purified by sufferings, as gold is by fire"

(p. 245).
Suffering is a personal experience.

When two people

experience essentially the same thing, one may suffer much more
than the other.

Nevertheless, it seems apparent that everyone

experiences suffering, albeit in different degrees, throughout
life.

It would be ludicrous to suggest that leaders ought to be

made to suffer or that intense physical or emotional pain is
uniformly helpful to leaders.

It is significant for leaders to

know they can endure suffering and that it can be useful in
reflecting on life and the meaning of life in ways that help one
to clarify values, beliefs, and understandings.

In this sense,

suffering is a means to growth resulting in improved thinking and
behavior, not an end in itself.
The application of the preceding analyses for educators/
administrators is that suffering and failure should serve as a
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learning and growth experience.

Suffering contains didactic values,

for a sufferer has a greater capacity to comprehend and respond to
human problems.

It is helpful to draw from stoic philosophers who

believed that pain and suffering are necessary to purify the human
soul.

Moreover, pain can lead to the realization and the attainment

of higher values, characteristics which are indispensible for a
great leader.

Final Words
As the present study reflects and in spite of the relatively
large body of research literature concerning education and leader
ship, those who function in the capacity of educator and/or adminis
trator are in need of deeper philosophical insights, theoretical
guidelines, moral criteria, and ethical patterns for the practice of
their profession.

The number of studies germane to humanistic

educational leadership when facing the question of the meaning and
ultimate objective of life, the state of humanity, peace, fraternity,
justice, and truth seems surprisingly meager.

The emphasis on job

skills and technical know-how has grown with a parallel de-emphasis
on ethical and human virtues.
appalling.

The results of such neglect are

Hesse (1974), one of the profound contemporary writers,

reflecting on education, commented:
Our teachers demanded of us virtues they themselves did not
possess; consequently the history they set before us was a
swindle invented by grownups for the purpose of belittling us
and humiliating us (p. 70).
It is not contended that a person with some or even all of
the traits described in the study will, by virtue of the traits, be
an outstanding leader.

As a matter of fact, each trait has
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limitations which have been, at least in part, described.

Neverthe

less, the likelihood of significantly better leadership seems clear
when the question is asked, "Would you like the person who is your
superordinate to have the traits described in this study?"

It is

the opinion of the investigator that, generally speaking, the great
majority of subordinates would be anxious for their leaders to possess
these traits, to come to the task of leadership from the philosophichumanistic-ethical position which is imbedded in these characteristics.
The present study is intended to approach educational
leadership from a philosophical-humanistic-ethical angle.

It shares

the thought with Starratt (1974), who believed that individuals
engaged in the study and practice of leadership in an educational
environment should pay more attention to the values inherent in human
life:
A leader in the field of education— if there are any, or some who
want to be— will be a man or woman who has reflected and continues
to reflect on the values inherent in human life, and on what
constitutes the "good life." He does this not to program everyone
in the school organization according to a narrowly conceived caste
system or a curriculum that reflects a static set of eternal
truths. He does care, however, about what goes on in the school
and will challenge both teachers and students to seek their vision
of human value and to engage in a dialogic search for truth.
Today, as in the past, the process of learning must be seen as a
struggle to free man from their own tendency toward mindlessness,
superficiality, passivity, and a narrow-minded concern for self
gratification. The educational leader, then, will think of himself
and those who work with him as standing between the students and
chaos, as though, if they do not awaken the latent idealism,
creativity, and imagination of the students, the students may in
fact succumb to the many tendencies in our society toward mind
lessness, an empty sense of security, and selfish concern for
self-gratification (p. 24).
To sum up, Raskolnikov had ideals to which he was dedicated.
Although his ideals were just, some of his means defied justifica
tion.

Yet because of sincerity and truthfulness, he confessed to

his errors and accepted his sufferings which made him a new person.
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According to Dostoevsky, pursuing one's sublime ideals is the only
way of living virtuously; because a man without ideals is helpless
prey for sensuousness and cheap materialism.

In Crime and Punishment,

Svidrigaylov and Luzhin are the two characters with no worthwhile
ideals in their life.

Neither of the two was redeemable:

Svidrigay

lov committed suicide and Luzhin, defeated and beaten, left Saint
Petersburg.

Dostoevsky believed that through pursuing ideals greater

than oneself, a man begins to know himself and the meaning of life.
It gives direction and leads down the right path to happiness and
salvation.

The value and importance of this message for an educator/

administrator cannot be exaggerated.
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